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AN ANALYSIS OF TEACHERS' BELIEFS-PRACTICE CONGRUENCY AS EVIDENCED 
IN PREINSTRUCTIONAL TEACHER PLANNING DECISIONS 
This study sought to gather information pertinent to the concept 
of teacher thinking. Teachers' preactive planning decisions were ana-
lyzed in order to provide information concerning the relationship be-
tween teacher beliefs and teacher practice. Additionally, the influence 
of teachers' beliefs on the determination of planning style as well as 
types of decisions made was investigated. 
The subjects were twenty-nine (29) experienced elementary school 
teachers working in the Chicago Metropolitan area. All twenty-nine (29) 
participants prepared an audio-taped recording of their preactive plans 
for a creative writing lesson based upon a previous day field trip to 
the zoo. Furthermore, all participants were administered the Educa-
tional Beliefs System Inventory (EBSI) and the Educational Practice Be-
liefs Inventory (EPBI) developed by Dobson, Dobson, Grahlman and 
Kessinger (1978). 
The educational inventories established each teacher's individual 
position within a philosophical framework. As a result, teachers were 
classified on the basis of their philosophical beliefs concerning educa-
tion and their beliefs concerning practice. Both philosophical beliefs 
and beliefs concerning practice fell into one of three categories (i.e., 
behaviorism, experimental ism, humanism) representing teachers' individual 
difference variables. Audio-taped recordings of the teachers• crea-
tive writing lesson plans were analyzed and teachers• preactive plan-
ning decisions were categorized on the basis of six decision categories 
(i.e., content/subject matter, objectives, materials, learner, activi-
ties/instructional processes, and evaluation). Furthermore, each de-
cision was classified according to type (i.e., behavioristic decision, 
experimental istic decision, humanistic decision). 
A bivariate correlation analysis was used to determine the 
degree of congruence between teacher beliefs concerning education and 
teacher beliefs concerning practice as measured on the EBSI/EPBI in-
ventories. Bivariate analysis were also used to assess the relation-
ship of teacher classification on the basis of the individual differ-
ence variables with decision categories and decision types. These 
relationships were further analyzed using a one-way analysis of var-
iance procedure. Each null hypothesis used an alpha decision level 
of . 05. 
Results indicated that teachers do not discriminate among their 
philosophical beliefs concerning education as differenciated on the 
basis of the three prevailing philosophies of education delineated in 
this study. It appears that teachers identify with several philoso-
phies in general, but with no one philosophy in particular. On the 
other hand, it appears that when the theoretical dimensions of an edu-
cational philosophy are interpreted in terms of educational practice, 
teachers are more likely to identify with one prevailing philosophy. 
Since teachers identify with several educational philosophies in 
general, a beliefs-practice congruency estimate based upon the beliefs 
measured in the study could not be determined. 
Teacher planning styles and decision types do not appear to be 
directly influenced by teacher beliefs. Regardless of teacher align-
ment with one of the three philosophical positions described in this 
study, teachers make similar kinds and types of preactive planning 
decisions. 
Although this study had anticipated teacher decisions to vary 
concomitantly with teacher beliefs, the results do not support the 
significance of this relationship. Instead, teacher decisions appear 
to be influenced by factors associated with the theoretical dimensions 
of decision theory. It appears that teachers• preactive planning de-
cisi-ons are based upon the teacher•s determination of a subjectively 
expected utility value for each course of action from within a limited 
set of alternatives. Consequently, teachers select the alternative 
that in their perception leads to the most desirable outcome. 
Results also indicate that teachers• preactive planning re-
volves around the formulation of various instructional activities. 
Although teachers ~sually begin their planning with a consideration 
of content/subject matter, subsequent decisions are primarily con-
cerned with the formulation of instructional activities. Teachers do 
not consider evaluation decisions to be a priority during the teacher 
preparation routine nor do objectives appear to be a starting print in 
the preactive planning process. 
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Historical Perspective 
CHAPTER I 
INTRODUCTION 
The concept of teacher effectiveness research is not new. For 
decades, educational researchers have conducted studies using various 
approaches in order to obtain data to answer the questions ••what works? 11 
or 11What works with whom? 11 • Because such a large number of past studies 
have often times produced either inconclusive or contradictory results, 
some authorities (Clark & Yinger, 1979 b, p. 2) suggest that a more 
appropriate question for consideration asks 11What is happening here, and 
why? 11 • The goal of research focused on this latter question deals with 
understanding why teaching is as it is and has been referred to as re-
search on teacher thinking (Clark & Yinger, 1979 b). This study will 
analyze some of the variables impacting on teacher thinking. 
The field of research on teacher thinking has recently come into 
distinct focus in the lengthy and voluminous history of teacher effec-
tiveness studies. An overview of teacher effectiveness research will 
serve to elucidate the relationship of research on teacher thinking to 
the concept of teacher effectiveness. The history of teacher effec-
tiveness research has been appropriately summarized by Medley (1979) in 
describing the various directions such research has taken since its in-
ception in the early 1900 1 s. The number of published and unpublished 
studies dealing with the topic of teacher effectiveness is well over 
100,000 (Biddle & Dunkin, 1974). In fact, the vast quantity of material 
2 
presently available has made evaluation and comprehension of these 
materials an almost impossible task. For the most part, research in 
this field has been poorly reviewed. Evidence of dissatisfaction with 
early teacher effectiveness research is obvious in the comments made by 
the Committee on Criteria of Teacher Effectiveness of the American Edu-
cational Research Association (1953). 
The simple fact of the matter is that, after 40 years of research 
on teacher effectiveness during which a vast number of studies have 
been carried out, one can point to few outcomes that a superinten-
dent of schools can safely employ in hiring a teacher or granting 
him tenure, that an agency can employ in certifying teachers, or 
that a teacher-education faculty can employ in planning or improv-
ing teacher-education programs. (American Educational Research 
Association, 1953, p. 650) 
A number of reasons have been offered as possible explanations 
for the failure of early teacher effectiveness research. These include: 
(1) failure to observe teaching activities, (2) theoretical impoverish-
ment, (3) use of inadequate criteria of effectiveness, and (4) lack of 
concern for contextual effects (Biddle & Dunkin, 1974, p. 13). 
More recently, however, the research in this area has been better 
supported (Medley, 1979). A number of scholarly reviews (Brophy & 
Ever.tson, 1976; Biddle & Dunkin, 1974) have attempted to synthesize 
recent research findings in order to bring interested readers an analy-
sis of available information. Another approach utilized by Medley 
(1977) eliminates the reviewers perceptions and brings the reader into 
proximal contact with relevant data. These recent publications do pro-
vide some insights which lend credibility to teacher effectiveness re-
search. The disparity between the early and more recent studies be-
comes more obvious when viewed from a historical perspective. 
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In an attempt to delineate and organize existing and ongoing re-
search, Medley (1979) has historically categorized teacher effectiveness 
studies into four distinct phases. Phase one stems from the early years 
where teacher effectiveness research focused on the personal character-
istics of teachers labeled as effective. The manifestation of various 
traits determined to be essential, through many different types of meas-
urement, was imperative for characterization as an effective teacher. 
The work of Boyce (1915) provides evidence concerning the diversity of 
approaches once used to characterize effective teachers. Biddle and 
Ellena (1964) describe the use of observation techniques, objective in-
struments, rating forms, and self reports as potential tools available 
for assessment of effective teacher characteristics. Researchers have 
collected a large quantity of Information regarding teachers perceived 
as effective. The data, however, do not provide evidence that teachers 
exhibiting the effective characteristics are any more successful in help-
tng students to achieve educattonal goals than teachers lacking these 
characteristics. 
A second phase in the evolution of teacher effectiveness research 
focuses on the effective methods of teaching. Accordingly, students are 
divided into groups and taught identical lessons utilizing various teach-
ing methodologies. The group of students showing significant gains in 
learning were described as being taught using the most effective teach-
ing methods. The results of these experiments, however, proved essen-
tially useless since the information was either inconclusive or contra-
dtctory. 
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Phase three is a more recent endeavor in the research on teacher 
effectiveness focusing on the behaviors of effective teachers. A teacher 
behavior is an act of the teacher which, if effective, produces pupil 
learning. The dynamics of effective teaching can be best understood 
when research attempts to establish a "cause and effect relationship be-
tween teacher behavior and pupil learning11 (Medley, 1977, p. 6). Accord-
ing to Biddle, it is this "ability of a teacher to produce agreed upon 
educational effects in a given situation or context•• (Biddle S Ellena, 
1964, p. 20) that denotes teacher effectiveness. Likewise, Medley (1979, 
p. 16} defines teacher effectiveness in terms of the effects a teacher 
has on pupils stating that "the more pupils learn as a result of what a 
teacher does, the more effective that teacher is". The quantitative re-
search that establishes these relationships is referred to as process-
product research. This process-product approach is unique in that it is 
concerned with quantifying the amount of learning or achievement accom-
plished by groups of students (Clark, 1979). The measured end-product 
can then be attributed to the teacher behavior variable under study, 
thereby, establishing a relationship between the teacher behavior and 
student achievement. The development of methodologies appropriate for 
data collection, as exemplified by Flanders (1970) and Gage (1963), has 
led to the proliferation of information describing the behavior of 
effective teachers. 
The fourth and final phase in Medley•s historical analysis of re-
search on teacher effectiveness involves the notion of competencies asso-
ciated with effective teachers. Teachers who are effective possess a 
variety of competencies that contribute to their successful performance. 
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Teacher competence research is best understood when examined using the 
process-product model associated with teacher behavior research. In 
this mode 1, 
the behavior of a teacher is seen as an effect rather than a cause, 
assuming that the competent teacher behaves in certain ways because 
he or she is competent. A strong relationship between teacher effec-
tiveness and a particular behavior characterizes competent teachers, 
and therefore may deserve to be called a competence. (Medley, 1977, 
p. 7) 
From this viewpoint, competence is allied with teacher behavior in that 
it describes how one teaches. It is measured in terms of the teacher's 
behaviors, whereas effectiveness is measured in terms of pupil learning. 
A competent teacher has an appropriate selection of behaviors which may 
or may not be described as effective depending upon measured outcomes 
of student achievement. Research in the field of teacher competency in-
eludes an analysis of when and why teachers behave in a certain fashion, 
rather than the single dimension of how they behave. 
Research on Teaching 
This current focus of teacher competence research in Medley's 
historical analysis stresses the processes of teaching and has recently 
been referred to as research on teaching (Dunkin & Biddle, 1974; Peter-
son & Walberg, 1979). According to Doyle (1979, p. 203-4), 11 research 
on teaching has been viewed as a process of isolating a set of effective 
teaching practices to be used by individual teachers to improve student 
learning or by policy makers to design teacher education or teacher 
evaluation programs 11 • In keeping with this definition, the present em-
phasis in the field of research on teaching involves three variables: 
6 
11measures of teacher effectiveness based on pupil learning, measures of 
teacher behavior derived from systematic observation of classroom inter-
action, and information about the teacher's intentions or purposes" (Med-
ley, 1979, p. 16). Doyle's final variable, information about the teacher's 
intentions or purposes, has also been referred to as research on teacher 
thinking (Peterson & Walberg, 1979). An analysis of the plans and deci-
sions that teachers make before they enter the classroom provides infor-
mation about the teacher's intentions and purposes and, as such, adds to 
the storehouse of information available in the field of research on teach-
ing. With advances in methodologies appropriate for data collection and 
analysis (Eisner, 1979; Peterson & Walberg, 1979), some of the reasons 
offered in explanation for the failure of early teacher effectiveness 
research have been eliminated. The door is now open for meaningful ex-
ploration in areas involving the three variables mentioned here. 
Teacher Thinking 
Taking into consideration Doyle's (1979) variable dealing with 
teacher intentions and purposes, the concept of teacher thinking comes 
into distinct focus. Within the domain of research on teacher thinking, 
the process of teacher decision making receives attention. Although in-
vestigations pertinent to teacher decision making as a function of 
teacher thinking may include 11 studies of reading diagnosis and remedia-
tion, classroom management strategies, instruction in areas of language 
arts, reading and mathematics, teacher education, teacher planning, ef-
fects of external pressures on teachers' decisions, and teachers' per-
ceptions of student affect" (Clark & Yinger, 1979 b, p. 3), the problem 
for consideration in this research study will focus solely on teacher 
planning decisions. 
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Decision making is one of the basic psychological processes that 
impacts on the ability of teachers to cope with their environment (Clark 
& Yinger, 1979 b, p. 4). Basic psychological processes, such as decision 
making, do not operate in a vacuum. Therefore, the psychological context 
in which the decision-making process isembedded, including ••teacher•s 
implicit theories, beliefs, and values about teaching and learning•• 
(Clark & Yinger, 1979 b, p. 4) needs to be addressed. This study will 
consider the impact of the teachers• implicit theories on teacher plan-
ning decisions. 
Teacher Planning 
The importance of teacher planning for both the new and experi-
. enced-- teacher ha-s- been previous 1 y estab 1 i shed. (Morine, 1976; Yinger, 
1980). The early studies dealing with the phenomenon of teacher plan-
ning were concerned with providing prescriptions for planning (Eisner, 
196~; Taba, 1962; Tyler, 1950) as well as investigating the effects of 
interactive planning decisions on student: learning (Zahorik, 1970). 
More recently, the study of teacher planning decisions has been ad-
dressed as a source of information concerning teacher thinking (Borko, 
Cone, Russo, & Shavelson, 1979; Shavelson, 1973, 1976, 1977). The 
separate concepts of teacher planning and teacher decision making have 
. been integrated in recent ~tudies which have examined preactive teacher 
planning decisions (Peterson, Marx, & Clark, 1978; Clark & Yinger, 1977, 
8 
1979; Yinger, 1979, 1980). Preactive teacher planning decisions are 
made as the teacher plans for lesson implementation prior to any inter-
action with students. These planning decisions occur within the intel-
lect of the teacher and gathering information in this area is crucial 
for the study of effective teaching practices (Doyle, 1979). Informa-
tion germane to preactive teacher planning decisions establishes an in-
creased knowledge base relevant to the concept of teacher thinking 
which provides a framework for the research problem to be delineated 
here. 
One of the complaints most frequently voiced concerning the com-
petencies of novice teachers deals with their inability to plan lessons 
effectively. In fact, the ability to adequately plan for effective les-
son implementation is a skill that many experienced teachers often lack. 
One reason for this inability may be that most preservice education pro-
grams present teacher planning as a function of either the rational ends-
means model (Tyler, 1950) or the integrated ends-means model (Eisner, 
1967; MacDonald, 1965). In both these models an orderly sequence of 
events leads to a planned lesson. The Tyler model states that produc-
tive planning begins with a statement of objectives, followed by the 
definition and organization of learning activities, and concludes with 
evaluative procedures. According to the integrated ends-means model, 
the learning activities are of primary importance. Effective planning 
begins with tne determination and sequencing of appropriate learning 
activities in such a fashion that the objectives are generated from 
these activities. Again, a statement of evaluative procedure finalizes 
9 
~this planning procedure. These two models have permeated the field of 
teacher planning at all levels, from yearly planning at one extreme, to 
daily planning at the other. 
Recent empirical research dealing with preactive teacher planning 
has verified neither of these models. In numerous studies the relative 
importance ~f objectives has been minimal (Goodlad & Klein, 1974; Joyce 
& Harootunian, 1964; Mintz, 1979; Zahorik, 1975), whereas the emphasis 
on subject matter and content has been maximal (Mintz, 1979; Zahorik, 
1975). There clearly is a discrepancy between the professed prescrip-
tive models and the reality of the· planning situation. This study will 
closely examine preactive teacher planning decisions in order to more 
clearly define the planning function. 
In attempting to address the disparity between theoretical plan-
ning models and empirical research findings, some researchers have begun 
to analyze teaching with teachers defined as problem solvers, planners, 
and decision makers (Clark & Yinger, 1977; Shavelson, 1973; Shulman & 
Elstein, 1975). Although the connotations associated with these de-
scriptors envision the teacher as acting in a very logical and orderly 
fashion, the reality of the interactions constantly pervading the class-
room environment would seem to preclude the purposeful and rational 
thinking associated with decision making and problem solving (Jackson, 
1968). During the preactive planning phase, however, the description of 
teachers as decision makers and planners may be most appropriate (Yinger, 
1980). This distinction creates a need to analyze preactive teacher 
planning decisions as a characteristic of the thinking processes of 
teachers. If teacher plannin~ and teacher decision making are analyzed 
as a function of teacher thinking, rather than as a procedure to be 
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followed as designated by a theoretical planning model, it is possible 
to gather information concerning teacher intentions and purposes as de-
scribed by Doyle (1979). This study analyzes teachers' preactive plan-
ning decisions in order to provide information concerning the relation-
ship between teacher beliefs and teacher practice. 
Teacher Decision Making 
In order to gather information pertinent to teacher thinking, 
two approaches are commonly used: the decision-making approach and the 
information-processing approach (Clark, 1978). The decision-making ap-
proach, utilized in this study, is appropriate for studying deliberate 
teacher decisions such as those made in planning situations. The 
information-processing approach, on the other hand, is most appropriate-
ly utilized in interactive settings where teachers are faced with a com-
plex task environment involving spontaneous information-processing situ-
ations (Clark, 1978). Using the decision-making approach to studies on 
teacher thinking, research is guided by the question, "Given a particular 
situation, how do teachers decide what to do?" (Clark, 1978, p. 4). 
4 
The i.mplications of the decision-making model for research in the fer-
tile field of teacher thinking, including teacher planning and decision 
making, have been summarized by Borko, et al. (1979, p. 153). 
1. It is a model that offers a broader perspective of the teaching-
learning process than traditional approaches and leads to a re-
conceptual ization of other research and an integration of appar-
ently contradictory findings. 
2. It is a model that looks at the rationality of the teaching proc-
ess rather than prescribing a single "best" way of teaching. 
3. It is a humanistic model that depicts teachers as professional 
decision makers who are competent in their field, rather than as 
black boxes to be programmed with teaching skills. 
4. It is an instructional model that ... will give teachers more 
specific information aoout how and why they make certain deci-
sions. 
11 
5. It is a model with direct implications for both pre-service and 
in-service training. 
The applicability of this decision-making paradigm, represented in 
Figure 5 (p. 42), is especially significant for this research study 
since the personal beliefs (implicit theories) of teachers impact cumu-
latively on student learning (Dobson & Dobson, 1980). 
As information concerning the dimensions of teacher thinking be-
comes available, including information concerning preactive teaching plan-
ning decisions, investigators in the field of research on teaching may 
take the initiative for redefining the teacher planning function. A 
study of preactive teacher planning involves an analysis of the deci-
sions teachers make in designing a lesson for implementation. The de-
cision-making processes utilized in making preactive teacher planning 
decisions have roots in classical decision theory. The theoretical 
framework of classical decision theory will provide the structure for 
discussing teacher planning decisions as they impact on teacher think-
ing. 
Although classical decision theory is based in the fields of 
economics and mathematics, the language of classical decision theory 
has become a part of teacher decision-making analysis. The initial 
theoretical work in decision analysis had implications for business, 
politics, and gambling (Fishburn, 1964; Horan, 1979). Gradually, 
psychologists became interested in the behavioral implications de-
rived from these theories. As will be discussed in greater detail 
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in Chapter I I, the applicability of classical decision theory to teacher 
decision-making analysis has evolved as a result of the impact of the be-
haviorists on the field of classical decision theory. In addition to pro-
viding a new orientation for looking at thinking and problem solving, the 
behaviorists formulated modified theories. The modified theories of the 
behaviorists are descriptive in nature as opposed to classical decision 
theory which is normative. The normative approach of the classicists is 
prescriptive and involves providing advice pertaining to what individuals 
should do. The descriptive approach, on the other hand, deals with pre-
senting a statement describing what individuals really do. The research 
on teacher decision making reflects classical decision theory but also 
utilizes the descriptive theory advocated by the behaviorists. 
Teachers' Implicit Theories 
The study of teacher thinking is based in part on the assumption 
that teachers refer to a personal belief system concerning both teaching 
and learning. Teacher judgments and teacher decisions flow from a teacher's 
personal perspective as regards teaching and learning as well as all 
other innately held concepts. A teacher's implicit theories charac-
terize the conceptual bases from which the individual operates in making 
judgments and decisions pertinent to teaching and learning (Clark & 
Yinger, 1979 a). 
Since the theoretical notion of teacher thinking deals with effec-
tive teaching practices occurring within the intellect of the teacher, 
an analysis of teacher planning and teacher decision making which con-
1 3 
siders teachers' perceptions of their educational beliefs and their edu-
cational practices will provide additional information relative to teacher 
thinking. Additionally, the rationale for establishing harmony (congru-
ence) between implicit theories and practice will impinge on teacher plan-
ning, vis-a-vis teacher thinking. 
The impact of teachers' implicit theories on teachers' thinking 
and the desirability of encouraging teachers to establish harmony between 
implicit theories and practice has been previously discussed (~obson & 
Dobson, 1980; Kessinger, 1979}. Reconciling one•s self-reported beliefs 
with practice, referred to as beliefs-practice congruency, is essential 
for effective teaching (Dawson, 1976). Teacher planning and decision-
making which does not recognize the need for a beliefs-practice congru-
ency tends to focus on the rituals described in the prescriptive planning 
models rather than on the reality of each teacher's individual decision 
making and planning style. 
The relationship of teacher beliefs to teacher practice and the 
effect of this relationship on preactive teacher planning decisions in-
flue~ces the total teaching process. Effective teaching as described by 
Dobson and Dobson (1980) necessitates the recognition of a "perceptual 
base 1 ine system". The "perceptual base line system" is a process ap-
preach to schooling 
that focuses on the facilitation of awareness of an individual's de-
gree of congruency between his/her beliefs and day-to-day operations 
in the school setting. Additionally, the system provides group data 
that allow an individual to compare his/her personal beliefs with 
the collective beliefs of colleagues. The perceptual base 1 ine sys-
tem is not designed to foster change, but to encourage self-awareness, 
self-acceptance, and harmony between self-reported beliefs and prac-
tice. (Kessinger, 1979, p. 8) 
14 
The perceptual base 1 ine system differs from the widely accepted mode of 
operation that permeates today•s schools. According to Kessinger (1979) 
the schools of the late 1970's have been tremendously influenced by the 
back tobasics movement as well as by an unceasing demand for accountabil-
ity. Accordingly, most schools function from the perspective of a base 
line data system as opposed to a perceptual base line system. Kessinger 
(19791 has described the base line data system as follows: 
Information obtained through some kind of needs assessment procedure 
designed to accommodate the institution being assessed as opposed to 
being sensitive to the persons within the lnstitution. The person 
of the individual is viewed as a role player in an ongoing drama in-
stead of as the person in the process. (p. 8) 
Since the disparity which results from a mismatch of systems does not 
provide for internal harmony, some researchers (Dobson & Dobson, 1976, 
1980; Kessinger, 1979} claim that more energy must be expended for the 
purpose of establishing individual beliefs-practice congruency. 
In establishing the importance of a beliefs-practice congruency, 
Kessinger (1979} claims that 
The learning climate of any school is an expression of the conscious-
ness level of the administrators, teachers, counselors and other per-
sonnel. It is a unique ecosystem striving for inner-outer balance. 
These persons kno~ now they would like to interact for the good of 
themselves and others; however, due to the imposed reality of role 
expectations, they may behave in manners which are contrary to what 
they know and feel. Any real improvement in the schooling process 
will occur only when each person's beliefs and feelings are in har-
mony with his/her behaviors. Cp. 5) 
Similarly, Combs (1978) holds that good teaching is a product of teacher 
beliefs or perceptions. He states: 
Good teaching is not, it seems a question of right method or be-
haviors, but a problem solving matter, having to do with the teach-
er's unique use of self as he/she finds appropriate solutions to 
carry out the teacher's own and society's purpose. (p. 558) 
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Questions raised by MacDonald (1977, p. 20) and Ebel (1972, p. 3), which 
challenge curriculum theorists to make their value commitments clear, 
have been answered differently by individuals with varying feelings, 
values and beliefs. In response to such questions, the expressed pur-
poses of education are as diversified and unique as the individual per-
ceptual filters of those providing opinions (Kessinger, 1979, p. 14). 
Problem 
As a product of such statements, there appears to be a need for re-
search which will ascertain the degree of congruence between the teach-
er's educational beliefs and the perceived expression of these beliefs 
via preactive planning decisions. Furthermore, there is a need to de-
termine whether or not the degree of beliefs-practice congruence is re-
flected in the decisions made during the actual planning situation. In 
order that thisresearch may be useful in pre-service and in-service 
teacher training programs, it is desirable to determine whether it is 
possible to prescribe appropriate planning techniques based upon one's 
personal perceptions concerning beliefs about educational theory and 
practice. 
Results of this research could be utilized to provide both pro-
spective and experienced teachers with baseline data concerning their 
perceived and actual planning and decision-making styles. Information 
of this nature might serve as a valuable catalyst for future personal 
and professional growth. Secondly, it may also provide a mechanism for 
an accurate assessment of the degree of planning and decision-making 
flexibility inherent in the preactive planning function. 
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Summary 
The purpose of this chapter has been to establish the.place of 
research pertinent to the topic of preactive teacher planning decisions 
within the domain of teacher effectiveness studies. The eclectic model 
seen in Figure 1 graphically illustrates the relationship of research 
deal i'ng w·ith teacher plannrng decis fons to the field as a whole. 
Teacher effectiveness studies have been historically categorized 
by Medley (1977) to fnclude four distinct phases. The fourth and cur-
rent phase deals wfth research on teaching. One of the three variables 
recetvfng attention fn the field of research on teaching deals with 
teacher tninktng. One area of concern in studies of teacher thinking 
portray·s the teacher as a deCision maker. Although Clark and Yinger 
(1976 61 delineate etght different areas for studies involving the 
teacher as decision maker, this study focuses solely on decisions 
concerning teacher pla~nfng. 
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Figure 1 
• Research on Teacher Planning Decisions within the Domain of Teacher Effectiveness Studies 
....... 
"-J 
-CHAPTER II 
REVIEW OF SELECTED LITERATURE 
Introduction 
This research study deals with the relationship of teachers' im-
..... 
plicit theories to both perceived and actual preactive teacher planning 
decisions. The approach for studying these decisions, which are made as 
teachers plan for lesson implementation involves the decision-making ap-
preach to the study of teacher thinking (Barko, 1979; Clark, 1978). 
According to Clark (1978) 
Research on teaching that is guided by the decision-making model 
seems to focus on explaining and understanding deliberate teacher 
activity. Jackson (1968) and Shavelson (1976) both indicate that 
the decision-making model is most appropriate for situations in 
which the teacher has sufficient time and incentive to deliberately 
decide what to do (as in teacher planning) than it is in the fast-
paced context of classroom interaction. (p. 3-4) 
Since this research study deals with teachers' preactive planning deci-
sions, the decision-making model seen in Figure 5 (p. 42) will provide 
the framework for pursuit of information leading to answers posed by 
the research questions. The re·lationship of the decision-making model 
to the present study is represented in Figure 2 (p. 19). 
Prior to an analysis of the decision-making paradigm, this chap-
ter initially considers the topic of decision theory. Decision theory 
will be addressed from both a classical and behavioral perspective in 
order to place the concept of teacher decision making within a theoreti-
cal framework. The applicability of the decision-making paradigm will 
follow from the theoretical consideration of the decision-making process. 
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TEACHER AS DECISION MAKER 
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Approaches for Studying Teacher Decisions 
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Since the concept of educational beliefs is included within the frame-
work of the decision-making model (Figure 5, p. 42), the relationship of 
teachers' implicit theories to teacher behavior will be considered 
within the context of the decision-making paradigm. :,And finally, since 
the particular type of decision being analyzed in this research study 
is a preactive planning decision, a review of the literature pertaining 
to teacher planning decisions will be presented. 
Decision Theory 
Decision making is 11 intertwined with all human activity'' (Miller 
& Starr, 1967, p. vii). More specifically, 11educators are, by necessity, 
decision makers ..•. faced with the task of making decrsions about how to 
plan learning experiences, how to teach, how to guide students, how to 
organize a school system, and a myriad of other matters 11 (Ary, Jacobs, & 
Razariek, 1972, p. 3). 
Decision theory provides the framework for discussing teacher de-
cision making. Decision theory can be approached through several disci-
plines: psychological (behavioral), economical, and mathematical (Lee, 
1971}. The format here will be to discuss classical decision theory from 
an economic and mathematical perspective; progress into its impact on be-
havioral theory; and, then, relate these theories to teacher decision 
making. 
The initial theoretical work on decision making comes from the 
economic and mathematical worlds with application in business, politics, 
and gambling (Fishburn, 1964; Horan, 1979; Kogan & Wallach, 1964; Lee, 
1971). Psychologists then became interested in the behavioral impl ica-
tions derived from those theories. 
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Economic theories of choice had been formalized over the last decades 
by Knight, Shackle, Marschak, and Arrow, among others. These ap-
proaches analyzed the expected consequences of decisions into two 
parts: The desirabilities of expected alternative outcomes, and the 
respective probabilities of the outcomes in question .... The Process 
as a whole concerned thinking and problem solving (Kogan & Wallach, 
1964' p. vi ) . . -
The theory generated from an economics framework is referred to 
as classical decision theory (Horan, 1979). 
Decision theory rests on the cornerstone concepts of value and prob-
ability, both of which can be either objective or subjective in na-
ture. Models of behavior built on the various permutations of these 
concepts, accompanied by an assortment of rules and assumptions, con-
stitute the subject matter of classical decision theory. (p. 46) 
From this description the two terms, value and probability, need clarifi-
cation. 
Value is simply the desirability of an object or outcome. Objec-
tive values would be numbers representing specific things. Within the 
framework of classical decision theory, objective value refers to the 
desirability of a particular outcome aside from any given individual's 
perceptions. For example, market values are sometimes described as ob-
jective values since the market value of certain products (milk, cof-
feel is a concept aside from one's belief tnat the price may be too high 
or too low (Horan, 1979). Subjective values, known as utilities, are 
numbers that measure worth in terms of a person's preferences or objec-
tives (Miller & Starr, 1967). Subjective value refers to the desirability 
of a particular outcome while considering the individual's perceptions. 
Since the concept of subject value is central to decision theory, this 
concept will be elaborated. 
Since very few values are objective, decision theory has centered 
mainly on subjective values or utilities. It has been called "utility 
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theory" and deals mainly with "preference structures and numerical repre-
sentations of preferences structures•• (Fishburn, 1970, p. vii). This 
work is highly mathematical and uses the axiomatic method (von Neumann 
& Morgenstern, 1947). Because utilities measure preferences, the de-
bate has focused on how preferences should be measured. If data is meas-
,' 
ured through ranking or ordinal utility (for example, a city government 
prefers building a new airport over expanding present facilities over 
making no changes), the problem is that the degree of preference is not 
indicated (Horan, 1979). If data is measured through an interval scale 
or cardinal utility (for example, a new airport 10, expanding present 
facilities 8, making no changes 2), problems arise in combining utilities 
(Horan, 1979). Utilities are subjective values and, therefore, 11 there 
is no way to compare the utilities of different individuals•• (Miller & 
Starr, 1967, p. 72). However, this ••impossibility creates no unresolv-
able problems for decision theory as long as we are concerned with non-
competitive situations, i.e., there are only states of nature at work 11 
(Miller & Starr, 1967, p. 72). Though difficult to measure utilities, 
combined with probabilities, 11dictate what decisions are- or ought to be-
made11 (Horan, 1979, p. 50). 
Probability, the other cornerstone of decision theory, may be de-
fined as the likelihood of a given event occurring (Horan, 1979); or, 
the "probability of an outcome can be most simply understood as the per-
centage of the times in which this outcome would occur if the event were 
repeated a great many times•• (Miller & Starr, 1967, p. 75). An example 
of objective probability would be tossing the same coin in the air 50 
times with heads coming up 25 times; the formula would be: 
Probability of an outcome= Frequency of that outcome 
Total number of cases 
calculating the next toss 25 = .50 
50 
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Subjective probability occurs when talking about ~he probability 
of the Loch Ness monster, or future trends in sqciety. An example would 
be a baseball coach•s deciding on the probability of one .player perform-
ing better in a crucial game than another. Player A may have a better 
record on paper but Player B may have been steadily improving, be tougher 
mentally, or be able to draw more walks than Player A (Horan, 1979). Per-
sonal preferences and assumptions are involved. 
Taking the key concepts of value and probability, there are four 
possible combinations: objective value and objective probability, ob-
jective value and subjective probability, subjective value and objective 
probability; and subjective value and subjective probability (Horan, 
1979). The matrix seen in Figure 5 graphically represents the four pos-
sible value and probability combinations. 
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Value and Probability Combinations 
24 
It is the latter combination, subjective value (utility) and sub-
jective probability in which most formal decision theory research occurs 
(Horan, 1979). Decision theory research in this realm utilizes "the sub-
jectively expected utility maximization model'' or SEU model (Edwards, 
1954, 1961). 
Solving the decision model consists of finding a strategy for action 
the expected relative value of which is at least as great as the ex-
pected relative value of any other strategy in a specified set. The 
prescriptive criterion of choice of a strategy will be maximization 
of the decision maker's total expected relative value. (Fishburn, 
1964, p. 11) 
Furthermore, Fishburn (1964) explains that the 
expected relative value of a strategy is simply a weighted sum of 
the relative values of the consequences, where the weights are the 
respective probabilities of the consequences occurring if the strat-
egy is adopted and used by the decision maker. (p. 12) 
Working with this model, several rules emerge when dealing with 
decisions whose outcomes, or consequences, are known, are unknown, or 
are uncertain. First, "decision-making under certainty occurs when we 
have a decision problem in which we know with certainty which state of 
nature will occur" (Miller & Starr, 1967, p. 108). The decision-making 
rule is to act in order to maximize utilities or minimize negative util-
ities (Horan, 1979). "All we need to do is find the strategy which has 
the largest payoff and that is the strategy which should be selected" 
(Miller & Starr, 1967, p. 111). 
Second, decision making under risk occurs "where there are a num-
ber of states of nature but where the decision-maker knows the probabil-
ity of occurrence of each of the states of nature" (Miller & Starr, 1967, 
p. 109). Here there is a payoff for each strategy; therefore "maximiza-
tion of expected utility is the primary rule ...• " (Horan, 1979, p. 56). 
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Third, in decision making under uncertainty, the probabilities 
are not known. There are two basic strategies or rules to follow. Assum-
ing the worst will happen, the decision maker uses the maximum criterion 
where the alternative with the largest minimum payoff is chosen (Miller 
& Starr, 1967). Oppositely, assuming the best will happen, the decision 
maker uses the maximax criterion where the alternative with the largest 
maximum payoff is chosen (Miller & Starr, 1967). (Decision making under 
partial information and under conflict will not be discussed here.) 
In actuality, distinguishi~g •risky decisions from uncertain ones 
may be impossible as it is difficult to be certain about "the probabil-
ities of receiving utilities from the alternatives placed before us" 
(Horan, 1979, p. 57). Therefore "when confronted with a seemingly un-
certain decision, the SEU model would suggest culling our pertinent ex-
periences, affixing probability estimates according to our best •guess-
timate•, and then adapting the maximization of expected utility rule" 
(Horan, 1979, p. 58). 
Achieving optimization of strategies or maximization of utility 
is an ideal (Horan, 1979). There are two concepts that deal with this 
reality. The first, termed suboptimization, occurs "when objectives are 
dependent, the optimization of one can result in a lower degree of at-
tainment for at least some of the others11 (Miller & Starr, 1967, p. 48). 
An example would be the ambitious executive whose career objectives 
would be optimized by taking a new position involving longer hours and 
more traveling. His personal objectives, being with his family, would 
be affected adversely (Miller & Starr, 1967). 
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The second concept dealing with the reality of optimizing strat-
egies is •!bounded rationality11 (Simon, 1960). Humans can absorb, deal 
with, or consider a limited amount of information at one time. Miller 
(1956) asserts human capacity for considering data to be 7 ± 2 categories 
or chunks of information. 11 1nformation inundation can be quite as de-
bilitating as information scarcity11 (Miller & Starr, 1967, p. 62). As 
an example, to make the first move in chess one could consider 10 120 
t 
possible move combinations (Eastman, 1972)! Simon•s principle of bounded 
rationality asserts that people 11 define in a 1 imited sense the ranges of 
outcomes (that probably could be delivered by their available strategies) 
which would be good enough. Then they select a strategy that is likely 
to achieve one of the good enough sets of outcomes 11 (Miller & Starr, 
1967, p. 50)·. Bounded rationality is a statement about what people 
really do; it is a descriptive statement (Miller & Starr, 1967). 
The preceeding section, then, is a general description of classi·-
cal decision theory. As was stated previously, the theory arose in eco-
nomic and mathematical contexts. Psychologists examined classical de-
cision theory and saw the inherent problems in applying it to their field 
but, they also saw some benefits. Because this research deals with teach-
er behavior, it will be relevant to look at behavioral decision theory. 
Formal research in behavioral decision theory similarly considers sub-
jective value and subjective probability as described in Figure 3 (p.23) 
but also adds a new dimension. 
Lee (1971) differentiates decision theory as it pertains to 
psychology (behavior) from economic and mathematical decision theories. 
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Economists have been less concerned than psychologists with ration-
alizing observed human behavior and more concerned with choices that 
should be made to maximize profit or utility. Mathematicians, like-
wise, have usually been little concerned with explaining actual human 
choice. (p. 17) 
Lee (1971) further explains: 
Behavioral decision theory has largely been concerned with the hypo-
thesis of general rationality plus the related periphernalia used to 
formulate and test the hypothesis •... A distinction is often made be-
tween normative and descriptive decision theory. Normative decision 
theory is said to concern the choices that a rational man should make 
in a given situation, regardless of the choices that real men actually 
make. Descriptive theory is said to concern the choices real people 
actually make, regardless of the choices they should make. (However), 
the hypothesis of general rationality states that men do make the de-
cisions they should make. If this is the case, normative and descrip-
tive theories merge into one. (pp. 15-16) 
Although it may be difficult to distinctly separate normative de-
cision theory from descriptive decision theory, an attempt will be made 
to do so in order to clarify the impact of classical decision theory. The 
early classical decision theorists generally gave advice on what should 
be done. Such decision theories are normative (Horan, 1979). However, 
critics of normative theory hold that people cannot know all the possible 
consequences, all the possible choices, all the possible problems in the 
future, associated with the chosen strategy implementation (Fishburn, 
1972). Also, since the theory assumes all possible choices are known, 
creativity of new alternatives is not provided for (Horan, 1979). The 
behaviorists are very concerned with generating new solutions, choices 
or responses (Horan, 1979). Fishburn (1972) explains the importance of 
creativity. 
The process of developing alternatives or strategies occurs over a 
period of time and is (or should be) evaluative as well as creative. 
In searching for and constructing alternatives we bear in mind (or 
should bear in mind) the purpose of the inquiry and are constantly 
evaluating, often subjectively, the extent to which a course of 
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action may be able to accomplish these purposes .... As indicated here 
the processes of alternative creation and alternative evaluation are 
inseparable. (p. 20) 
Miller & Starr (1967) give three reasons why striving to attain 
optimum utility from a normative theory is unrealistic. 
First, an optimum decision, made at one point in time, is generally 
suboptimum in terms of subsequent times .... Second, there are fre-
quently an enormous number of possible choices of actions (strat-
egies) .... Third, there are virtually innumerable factors outside the 
control of the decision-maker. (p. 50) 
These reasons led Miller and Starr (1967) to conclude that Simon's prin-
ciple of bounded rationality is realistic because it explains how people 
do deal with these problems, using limited selectivity. 
Horan (1979) believes that the inherent problems associated with 
the normative theory have resulted in behaviorists turning more to descrip-
tive theory (Horan, 1979). Lee (1971) states his purpose in behavioral 
research is to search for and understand "human action in relation to 
reason" (p. 1). Lee (1971) tackles the issue of rationality in decision 
making by examing subjective probability, choosing between risks, prob-
ability learning, signal detection theory, information processing in de-
cision making, and game theory. His conclusion is that the research in 
behavioral decision theory, while not proving or disproving man to be 
rational in his decisions, is valuable because it "no,., better understands 
the difficulties involved in asserting whether a choice is rational or 
not" (Lee 1971, p. 322). 
In past years psychologists have categorized their study of human 
behavior from many perspectives: thinking, personality, opinions and 
attitudes, aptitudes and abilities,and motivati-on (Kogan & Wallach, 1964, 
p. v). It was with the advent of classical decision theory based in 
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economics that psychologists turned to a new orientation in looking at 
thinking and problem solving. The element ·of risk came into focus (Kogan 
& Wa 11 ach, 1964) . 
Parallels can be drawn between decision theory terms and behavioral 
theory terms. 
The process as a whole (decision-making) concerned thinking and prob-
lem solving. The presence of consequences or "payoffs•• introduced 
issues of personality and motivation. Matters of ability or aptitude 
could bear upon one 1 s knowledge of the alternatives being considered. 
Further, questions of ideologies and attitudes could influence the 
evaluation of potential outcomes and of their 1 ikel ihoods. (Kogan & 
Wallach, 1964, p. vi) 
The focus of their study was to find out what risk taking has taught us 
about the psychology of thinking. The approach is more descriptive than 
normative. 
Consideration of relevant moderating variables constitutes the basis 
of the research .... The result has permitted us to investigate risk 
taking as it operates within a motivational context, to study the 
meaning of generality and specificity in risk-taking behavior, to 
examine relationships with cognitive-judgmental and intellective 
ability behaviors, to consider how different individuals react to the 
consequences their decisions generate, and to evaluate the influence 
of personality considerations in steering persons toward risk or con-
servatism. (Kogan & Wallach, 1964, p. vii) 
The influence of classical decision theory on behavioral decision 
theory can be seen in Coleman•s (1979) suggested aids for decision making 
in contemporary psychology. Coleman proposes five aids which can be cor-
related to key concepts of decision theory. First, Coleman (1979) ad-
vises avoiding impulsive action, taking time to examine what the effects 
of the decision might be and, thus, diminishing the likelihood of error. 
This is comparable to evaluating choices, assessing probabilities of out-
comes, and trying to maximize utility (Horan, 1979). Second, Coleman 
(1979) urges the decision-maker to accept a ••reasonable level of 
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satisfaction•• (p. 363), avoiding long periods of vacillation. 11 Even if 
a superior solution is ultimately found, it may not justify the tremen-
dous cost in anxiety and strain•• (Coleman, p. 363). This paraphrases 
Simon•s (1960) concept of bounded rationality where a strategy is se-
lected from within a set of limited possibilities. Third, Coleman (1979) 
advises reducing ''negative aspects of choosing" (p. 363) by trying to fo-
cus on the positive aspects of the decision. Decision theory presumes 
strategy optimization. Fourth, Coleman (1979) encourages persevering in 
a decision once it is made,but also keeping reserve choices in mind after 
a fair test of time shows the decision to be wrong. Decision theory as-
sumes values and probabilities are taken into account, resulting in a 
worthwhile outcome while other alternatives are always available (Horan, 
1979). Fifth, Coleman (1979) urges faith in one's goals and values, and 
advises being true to ourselves in choosing alternatives. Decision the-
ory is based on the fundamental concept of individual preference or sub-
jective value (Fishburn, 1972, p. 21). 
To further study the effect of decision theory on behavior the 
work of Janis and Mann (1977) will be considered. Classical decision 
theory does not explain the influences of our value preferences, does 
not explain why our values change or remain stable, does not explain 
why we choose to consider some information and ignore other facts, and 
does not explain irrational decisions (Horan, 1979). 
Janis and Mann (1968, 1977) sought the answers to these questions 
by looking at studies dealing with attitude change, cognitive dissonance, 
conformity, and commitment, among other (Horan, 1979). From their re-
search, Janis and Mann (1977) have developed a conflict theory on 
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decision making 11 to be useful not only for generating basic studies of 
psychological processes involved in conflict,choiee,and commitment but 
also for developing practical means to improve the quality of decisions 
made by individuals and groups" (p. xv). The aim "is to fill a long-
existing gap in the behavioral sciences-to provide a comprehensive de-
scriptive theory of how people actually cope with decisional conflicts•• 
(Janis & Mann, 1977, p. xv). As with other research pertinent to deci-
sion theory, the conflict model deals with subjective values and subjec-
tive probabilities as diagrammed in Figure 3 (p. 23). 
The major theoretical components of the conflict model of deci-
sion making as seen in Figure 4 are hot and cold decisions, vigilant 
information processing, and coping patterns in decisions (Janis & Mann, 
1977). Briefly, cold decisions are those whose value or utility is not 
vital for happiness while hot decisions are made under stress with util-
ity values (Janis & Mann, 1977). 
From the 1 iterature, Janis and Mann (1977) have synthesized seven 
major criteria that can be utilized in determining whether decision-
making procedures are of high quality. 
The decision maker to the best of his ability and within his 
information-processing capabilities 
1. thoroughly canvasses a wide range of alternative courses of 
action; 
2. surveys the full range of objectives to be fulfilled and the 
values implicated by the choice; 
3. carefully weighs whatever he knows about the costs and risks of 
negative consequences, as well as the positive consequences, 
that could flow from each alternative; 
4. intensively searches for new information relevant to further 
evaluation of the alternatives; 
5. correctly assimilates and takes account of any new information 
or expert judgment to which he is exposed, even when the infor-
mation or judgment does not support the course of action he 
initially prefers; 
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6. reexamines the positive and negative consequences of all known 
alternatives, including those originally regarded as unaccept-
able, before making a final choice; 
7. makes detailed provisions for implementing or executing the 
chosen course of action, with special attention to contingency 
plans that might be required if various known risks were to 
rna te ria 1 i ze. ( p. 11) 
11When a decision maker meets all 7 criteria, his orientation in arriving 
at a choice is characterized as vigilant information processing•• (Janis 
& Mann, 1977, p. 12). 
The influence of classical decision theory is seen in the use of 
the terms: alternatives, objectives, values, costs, risks, negative con-
sequences, and positive consequences. The third theoretical component 
of the conflict model of decision making is the coping patterns in de-
ciding. They are unconflicted adherence, unconfl icted change, defensive 
avoidance, hypervigilance, and vigilance (Janis & Mann, 1977, p. 70). 
These theoretical components are portrayed in Figure 4. 
Janis and Mann•s (1977) model of conflict decision making pro-
vides an example of how behaviorists took the elements of classical deci-
sion theory, such as risk, consequences, alternatives, and strategies, 
and developed a theory for intervention in decision-making processes. 
Having discussed classical decision theory and its impact on be-
havioral theory, its influence on teacher decision making needs to be 
examined (specific information concerning teacher decision making is 
discussed in the next section). Referring back to Figure 3 (.p. 23), re-
search on teacher decision making occurs within the context of chamberD 
where consideration. is given both utilities and subjective probabilities. 
The behaviorists impact on this permutation through consideration of 
decisions from a descriptive perspective as opposed to the normative 
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perspective which characterizes the classicists. The research on teacher 
decision making reflects classical decision theory but also utilizes the 
descriptive theory advocated by the behaviorists. 
Reflecting the influence of classical decision theory, Shavelson 
(1976) uses the terms alternative acts, states of nature, outcome, util-
ities, and goals in describing the features of teacher decision making. 
Similarly, the influence of Simon•s (1960) principle of 11 bounded ration-
ality'• to deal with information overload provides a framework for the no-
tion that teachers make a 11 best guess 11 estimate (Berko et al ., 1979) in 
a variety of situations. The factors that contribute to teachers prein-
structional decisions as described in Figure 5 (p. 42): information 
about students, beliefs about education, nature of task, availability of 
alternative strategies and materials, and inferences about students 
(Borko et al., 1979) have roots in decision theory. Teachers have sub-
jective values which influence decisions (Borko et al., 1979). Shavelson 
(1976) is concerned with teacher decisions that are designed to 11optimize 
student outcornes 11 (p. 376). Optimization of outcome is the goal of 
effective decision making. 
Aspects of behavioral decision theory, which 11aspires to give an 
accounting and explanation of human behavior11 (Lee, 1971, p. 16), can be 
seen in discussing teacher decision making in terms of what teachers 
should do (normative) and what they actually do (descriptive). Lee (1971) 
attempts to 11 rationalize11 decision making using the hypothesis of general-
rationality in his behavioral research as Berko et al. (1979) attempted 
to do in their model of preinstructional decisions. The assumption is 
that teachers behave to some degree in a rational way. 
Before discussing the specifics of teacher decision making, it 
is important to emphasize three significant points. 
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1. Classical decision theory influenced behaviorists in two ways. First, 
it provided a new orientation for looking at thinking and problem 
solving. Second, the problems with the classical decision model re-
sulted in formulation of modified or altered theories. 
2. These modified theories are more descriptive in nature than classi-
cal decision theory which is more normative. 
3. The language of classical decision theory, as will be shown, has 
become a part of teacher decision making analysis. The approach of 
the behaviorists, however, has influenced teacher decision making 
analyses in the sense of being more descriptive than normative. 
Teacher Decision Making 
Reiterating, the purpose this study is to examine the preactive 
planning decisions that teachers make, and then determine if those de-
cisions are consistent with their perceived beliefs and practices as 
well as their actual practices. In other words, do these teachers ex-
hibit a beliefs-practice congruency? Recent research on teacher deci-
sion making will assist in creating a framework in which to pursue this 
question. 
Teaching practices and strategies involve continual decision 
making. ''Most, if not all teaching, then, is based on decisions made 
by the teacher after complex cognitive processing of available infor-
mation" (Shavelson, 1973, p. 144). This is not to say that teachers 
make all the decisions relevant to education. Various publishing 
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companies, educational enterprises, and educational researchers provide 
guidelines and data in support of decisions that they prescribe (Strasser, 
1967). Additionally, other decision-making personnel, such as administra-
tors and curriculum designers, may strongly influence or determine teach-
ers' preactive planning decisions. 
Research has shown that preactive teacher planning decisions usu-
ally pertain to the following categories (Peterson et al ., 1978): sub-
ject matter or content, lesson objectives, learners, materials, instruc-
tional processes or activities, and evaluation. Decisions pertinent to 
any of these categories involve value and judgments, whether consciously 
or unconsciously made, and may or may not be in agreement with a teach-
er's educational beliefs. It is anticipated that the present research 
will reveal strategies and practices deemed important by each individual 
teacher as preactive planning decisions are made and, more importantly, 
assess the degree of theory/practice congruence. 
To assist with the analysis of teacher decisions, Shavelson (1976) 
describes five features of the decision-making process. These features 
are rooted directly in classical decision theory and are utilized from 
a behavioral perspective. In the language of decision analysis, the 
basic elements of the process include, first, choosing from a repertoire 
of alternative acts. These represent actions that are available to the 
decision maker and controlled by his/her own choices (Elstein, Shulman, 
Vinsonhaler, Wagner, Bader, 1978). Faced with these choices, the deci-
sion maker must select one course of action from the set of all possible 
alternatives. Secondly, states of nature impact on the decision process. 
States of nature refer to the different possible conditions influencing 
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the system. These states refer to conditions not directly under teacher 
control but-which influence the effectiveness of some course of action 
to be taken. A third component included in the decision-making process 
deals with outcomes. Outcomes refer to predictable results that may 
occur from a course of action combined with a state of nature (Shavelson, 
1976). Fourthly, probabilities impact on the decision process. Accord-
ing to Elstein et al. (1978), probabilities are 
estimates, either subjective or objective, of the likelihood that 
each listed state of nature does in fact exist, or that each out-
come will occur, or of observing a particular sign or symptom in a 
particular state of nature. (p. 5) 
The probabilities, when combined with utilities, provide a subjective 
evaluation about the outcomes providing the decision maker with infer-
mation concerning the value or worth of the outcome. And, finally the 
fifth feature in Shavelson's (1976) analysis of teacher decision making 
refers to the goal, that to which the teacher strives as an end. The 
goals which are determined by each individual teacher may vary based 
upon such individual differences as educational beliefs (Kerlinger & 
Pedhazur, 1968; Kessinger, 1979) and cognitive styles (Morine & Vallance, 
1975; Peterson et al., 1978). The impact of these variables will be dis-
cussed in greater depth later in this chapter. 
In applying these five features to studies of teacher decision 
making, various researchers (Berko, 1978; Markle, 1977; Shavelson, 1973, 
1976, 1978; Shavelson & Berko, 1979; Shavelson, Caldwell & lsu, 1977) 
have used a descriptive behavioral approach within a classical decision 
theory framework. Since the present research study seeks to determine 
the degree of congruence between educational beliefs and educational 
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practice with regard to preactive teacher decision making, this descrip-
tion of the decision-making process as well as the applicability of the 
decision-making research paradigm diagrammed in Figure 5· (p. 42) has 
relevance. With the theoretical components of the decision-making proc-
ess fully elaborated, the discussion will now turn to an analysis of 
the research models utilized in the study of teacher thinking i.e., 
teacher planning and teacher decision making. 
Choice of a Model 
As summarized in Chapter I, various paradigms have been previ-
ously utilized to gather information in the field of research on teach-
ing and 11only recently have teacher intentions, goals, judgments and 
decisions been admitted as a legitimate part of research on teaching 11 
(Shavelson & Barko, 1979, p. 183). The criterion-of-effectiveness para-
digm produced thousands of, often times, disappointing and inconsistent 
correlation coefficients while the teaching-process paradigm was found 
to have important conceptual limitations, the most severe limitation 
being the failure to take into account teachers• goals, motives, know-
ledge, plans, decisions, and the like (Shavelson & Barko, 1979). The 
limitations associated with these paradigms have led to the development 
of a new paradigm, the decision-making paradigm, which considers the 
teacher as an active, intelligent professional whose activities 
include: setting instructional goals; seeking information about 
students and curricula in the context of these goals, formulating 
hypotheses on the basis of this information, his or her own procl iv-
ities toward teaching, and the teaching environment; and selecting 
among alternative teaching methods and instructional materials on 
the basis of these hypotheses. This new decision-making paradigm 
incorporates its predecessors in that teacher characteristics are 
expected to influence the information teachers seek and the way 
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they use the information in making decisions. And it considers 
teaching skills and methods as a subset of the alternative courses 
of action among which a teacher must choose in order to carry out 
instruction. (Shavelson & Barko, 1979, p. 183) 
~Jithin the framework of the field of research on teacher thinking, the 
teacher has been viewed as an information processor (Shulman & Elstein, 
1975; National Institute of Education, 1975), a decision maker (Shavel-
son, 1976, 1979; Clark & Joyce, 1975), a planner (Yinger, 1977, 1980), 
a diagnostician (Vinsonhaler, Wagner, & Elstein, 1977), and a problem 
solver (Joyce & Harootunian, 1964). With such a diversity of possi-
ble classifications, it is essential to select an appropriate model 
for pursuit of questions and issues which pertain to the thinking of 
teachers. Two research models dominate in the field of research on 
teacher thinking: a decision-making model and an information-processing 
model. According to Clark (1978), in the decision-making model 
the teacher is seen as someone who is constantly assessing situa-
tions, processing information about these situations, making de-
cisions about what to do next, guiding action on the basis of these 
decisions, and observing the effects of the actions on students .... 
The information-processing model focuses much less on the decisions 
that teachers must make. Rather, it describes the teacher as a per-
son who, faced with a very complex task environment, copes with that 
environment by simplifying it, i.e., by attending to some small num-
ber of aspects of the environment and ignoring others. (p. 3) 
Several researchers (Clark, 1978; Jackson, 1968; Shavelson, 1976) indi-
cate that the decision-making model is most appropriat~ly used in situa-
tions where the teacher has both time and incentive to make deliberate 
decisions, i.e., teacher planning. The decision-making model tends to 
focus on understanding and explaining deliberate teacher activity (pre-
active planning decisions) as opposed to the information-processing model 
which focuses on the spontaneous decisions made within the context of 
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the fast-paced classroom setting (Clark, 1978). Although the decision-
making model has been used in research studies involving an interactive 
setting (Peterson et al., 1978), the research question usually asks 
''What kinds of decisions do teachers make during classroom interaction?" 
(Clark, 1978). The information-processing approach, on the other hand, 
investigates "the kinds of information teachers processed during instruc-
tion and the ways in which the information was processed" (MacKay & Mar-
land, 1978, p. 2). In a recent study of teacher thinking using the 
information-processing model (Marland, 1977), data were compiled to show 
how teachers process their complex task environment by dividing it into 
simplified problem spaces and how these problem spaces influence subse-
quent action. Newell and Simon (1972) argue that since individuals can 
handle only a limited amount of information at a given time, they con-
struct a problem space to simplify the process of selecting a strategy 
for completing a task. The problem space includes a set of potential 
responses from which an appropriate selection can be made in order to 
provide a solution for a particular task. As a component of the 
information-processing model, an analysis of the problem space provides 
insights into how teachers process information in order to cope with a 
complex environment by attending to some things and ignoring others. 
In contrast, the decision-making model used in the Peterson et al. (1978) 
study focused on the frequency and nature of decisions made in a rela-
tively structured situation lacking the influence of a complex task en-
vironment. In assessing the applicability of these two models within 
the field of research on teacher thinking, Clark (1978) concludes 
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that research guided by a decision-making model of teaching tends 
to be highly controlled, focusing on the decision-making behavior 
of teachers in situations defined by the researcher. In contrast, 
the research guided by the information-processing model tends to be 
descriptive; it explores the ways teachers define the situations in 
which they work and cope with an environment so rich in information 
that it far exceeds the processing capacity of the human mind. (p. 10) 
Since this research study deals with teachers' preactive planning deci-
sions, the decision-making model will provide the framework for gather-
ing information pertinent to this aspect of teacher thinking. 
Decision-making Paradigm 
A number of models have been proposed to account for teacher 
planning decisions (Borko, 1978; Clark & Yinger, 1979; Russo, 1978; 
Shavelson, 1973, 1976, 1978; Yinger, 1977). The most recently developed 
model, and the one utilized in the present study, (Borko et al., 1979, 
p. 139) attempts to identify the information teachers consider important 
in making their preinstructional decisions (Figure 5). 
The decision model identifies several important factors that are 
expected to affect teachers' decisions about instruction. Teachers 
deal with a large amount of information about their students from 
many sources •... The model suggests that, in order to handle the 
''information overload," teachers integrate this information into a 
few "best guesses" (estimates) about the student's learning, feel-
ings and behavior. These estimates may influence teachers' plans 
for instruction and the decisions they make, consciously or uncon-
sciously, during instruction. As the model indicates, plans and 
decisions may also be influenced by the teachers' educational be-
liefs and the nature of the instructional tasks. The instructional 
task may also indirectly affect instructional decisions by limiting 
the alternative strategies that the teacher considers. Finally, the 
availability of strategies and materials may influence decisions by 
limiting or expending the number of alternatives from which the 
teacher can choose. (Borko et al., 1979, p. 140) 
Based upon the model shown in Figure 5, the processes involved in making 
a particular decision are identified. The model provides one way of 
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thinking about teaching from a decision-making perspective in addition 
to suggesting a set of questions and conjectures about components of 
the teacher's planning process (Shavelson & Berko, 1979, p. 184). With 
the teacher viewed as a decision maker, each teacher has a repertoire 
of teaching strategies (alternative acts) that are potentially useful 
for a particular situation. The choice of a particular teaching strat-
egy (an instructional decision) depends upon the teachers• information 
about the students, beliefs about teaching and learning, the nature of 
the instructional task, as well as the constraints of the situation. 
Looking at each component of the decision-making model repre-
sented in Figure 5, researchers have provided varying amounts of infor-
mation pertinent to each of the areas impacting on the instructional 
decision. One area of consideration for teachers when making instruc-
tional decisions relates to information or cues about students. A num-
ber of studies (Barr, 1975; Berko, 1978; Russo, 1978; Shavelson, 1978; 
Shavelson & Atwood, 1977; Shavelson et al ., 1977) have examined the 
types of information that teachers consider in making inferences or 
estimates about students prior to making instructional decisions. Be-
cause such an abundance of information is available, teachers usually 
handle this information overload by integrating the information within 
the 1 imits of 11 bounded rational ity11 (Simon, 1960). In reading instruc-
tion (Barr, 1975) use of the bounded retionality strategy leads to the 
formation of reading groups based upon ability estimates determined 
through consideration of relevant information. Generally speaking, 
teachers seek information pertinent to students• general ability or 
achievement, class participation, self-image, social competence, 
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classroom behavior, an-d work habits (Borko et al., 1979). Consequently, 
the estimates that teachers make relevant to instructional decisions 
may vary depending upon the different pieces of information considered. 
Another component of the decision-making model impacting on 
teacher planning decisions concerns the dimension of educational beliefs. 
To further define the impact of educational beliefs on teacher decisions, 
recall that in Figure 3 (p. 23) the focus for decision theory research 
was relegated to chamber D where utilities and subjective probabilities 
impact on one another. The decision-making model proposed by Borko et al. 
(1979) in Figure 5 falls within the confines of chamber D in Figure 3 
and allows the study of teacher decision making to proceed within a 
classicial decision theory framework while, at the same time, permitting 
the application of descriptive theory from a behavioristic perspective. 
Looking at the portion of Figure 5 entitled 11 Beliefs and attitudes about 
education••, the impact of this variable on preinstructional teacher de-
cisions can be visualized. 
The study of teacher thinking, which encompasses teacher planning 
and teacher decision making is based in part on the assumption that 
teachers refer to a personal beliefs system concerning teaching and 
learning (Clark & Yinger, 1979). Among researchers there are various 
ways of characterizing teachers• educational beliefs and the impact of 
these beliefs on the decision-making process (Brophy & Good, 1974; 
Clark & Yinger, 1979; Duffy, 1977; Janesick, 1977). For purposes of 
this study, the conceptual bases which establish an individual •s edu-
cational beliefs have been designated as the individual •s implicit 
theories. These implicit theories represent the personal perspective 
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which operates in each individual as judgments and decisions pertinent 
to teaching and learning are made. 
In studying the relationship between educational beliefs and edu-
cational practice, Kessinger (1979) maintains that 
Individuals possess a philosophy of life whether they are cognizant 
of it or not. One's philosophy, personal values and beliefs, form 
the foundation from which one makes choices or decisions during his/ 
her 1 ifetime. Basic to a teacher's personal philosophy is his/her 
belief about human nature or the belief about people and how they 
grow and develop. (p. 14) 
Likewise, Jackson (1971, p. 33) recognizes the necessity of examining 
one's personal beliefs and values when he states "that in education, as 
in many other domains of human endeavor, we must act on the basis of 
belief rather thaA knowledge. We must do what we believe is right rather 
than what we know will pay off." If teachers are to function productively 
in the teaching-learning environment, it is essential that they clarify 
personal beliefs about people and how they learn (Seaburg, 1974). Simi-
larly, Usher and Hanke (1971) emphasize the crucial nature of teachers' 
personal beliefs since these beliefs are conveyed to students through 
their methods and procedures within the classroom. Goodlad (1977) re-
iterates the importance of recognizing one's personal belief system by 
calling upon teachers to examine their implicit theories and to act 
responsibly so they do not violate their own integrity. 
As teachers became cognizant of their own personal implicit thee-
ries, they are afforded the opportunity to develop an individual philo-
sophy of education which "can reveal one's basic values, clarify one's 
choices and increase one's consistency or congruency with regard to one's 
day to day practices" (Kessinger, 1979, p. 22). As teachers interact in 
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a professional setting to develop a shared philosophy, 11 they may esta-
blish guidelines or a foundation from which to examine educational vari-
ables such as curriculum, organization, instruction, evaluation and 
society•• (Kessinger, 1979, p. 22). Along the same lines, Hedges and 
Martinello (1977) propose that the philosophy of the school when imple-
mented in daily practice gives education wholeness, direction and purpose. 
In attempting to research the impact of educational beliefs on 
preactive planning decisions, Berko et al. (1979) posed the following 
questions. 11 How do their (teachers 1)beliefs affect their preinstruc-
tional decisions? How do beliefs about education influence the cues 
and estimates about students to which teachers attend in making these 
decisions?11 (p. 148). The impact of the variables dealt with in these 
questions has been portrayed in Figure 5 (p. 42). In order to ascer-
ta in in format ion pertinent to teacher be 1 i efs, a 11 participants in the 
Berko et al. (1979) study completed a questionnaire concerning their be-
liefs about education. The participants were then given descriptions 
of hypothetical primary students and asked to make various estimates 
concerning the likelihood of a number of specified events. As far as 
the impact of educational beliefs on the preinstructional teacher de-
cisions, the researchers concluded: 
that the measure of educational beliefs we used did not predict 
teacher 1 s decisions, perhaps because this measure was not sensitive 
enough to the differences in beliefs of the teachers participating 
in the studies. We still believe that individual differences in 
teachers do affect their decisions, and we plan to continue to ex-
plore the role of individual differences in our future research. 
(Berko et al., 1979, p. 154) 
In related studies, various researchers have attempted to describe 
teachers according to their educational beliefs (Dobson & Dobson, 1979; 
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Kessinger, 1979; Sontag, 1968). The Kessinger (1979) study was based 
on the thesis that 11 if currently practicing teachers could align them-
selves with an educational philosophy, the result might be more know-
ledgeable teachers who could explain why it is they do what they do 11 
(p. 71). In attempting to determine the relationship between educa-
tional beliefs and educational practices for a sixteen member elemen-
tary school faculty, Kessinger (1979) found a significant beliefs-
practice relationship at the .05 level of significance for the group 
as a whole. On an individual basis, however, only one of the sixteen 
participants could achieve a correlation that was significant at the 
.05 level. Kessinger (1979) concluded: 
Although several of the participants showed strong beliefs or strong 
beliefs about practice, only six per cent could identify with~ 
philosophy. This would seem to indicate that a large number of edu-
cational practitioners may be irrational in their philosophies and 
identify with several philosophies in general, but with no one phi-
losophy in particular. (p. 65) --
Based on the findings of his study, Kessinger (1979) called for 
more inservice education which focuses on the individual needs of each 
teacher. Since the person of the teacher is the most important factor 
in the learning process, a more 11 person-centered 11 approach focusing on 
individual teacher differences must be developed. 
Again, the importance of establishing an awareness of one's under-
lying educational beliefs was addressed by Sontag (1968). He concluded 
that teachers• beliefs may be categorized as being traditional, progres-
sive, or mixed (combination of both). A similar attempt at beliefs cata-
gorization was made by Dobson and Dobson (1979) dividing implicit theories 
into three groups: essential ism (behaviorism), experimental ism 
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(cognitivism), and existentialism (humanism). In either case, regard-
less of the mechanism used for philosophical classification, both stress 
the importance of teachers engaging in some introspection concerning 
their educational beliefs since these beliefs impact on the climate of 
the learning environment. The importance of this directive has been 
emphasized by Dawson (1976). 
Teachers must be given an opportunity for developing and under-
standing basic systems of philosophy, as well as understanding the 
lines of relationships connecting fundamental philosophic positions 
with educational points of view, and, in turn, the connections of 
these to decisions teachers must make regarding classroom methods 
and procedures. (p. 151) 
In the categorization schemata proposed by Dobson and Dobson 
(1976), they describe, at one ext~eme, an individual characterizied by 
an essentialist philosophy and a behaviorist psychology. At the oppo-
site extreme, as seen on the continuum presented in Figure 6, they de-
scribe an individual espousing an existentialist philosophy and human-
istic psychology. Between these two extremes, as indicated in Figure 6, 
Dobson and Dobson (1976) place the experimentalist (cognitivist) who is 
a combination of both in moderation. 
Design A 
Essential ism/ 
Behaviorism 
Movement toward 
External Control 
Training (to). 
Design B 
Experimentalism/ 
Cognitive 
(for) 
Figure 6 
Philosophical/Psychological Continuum 
(Dobson & Dobson, 1976) 
Design C 
Existent i a 1 ism/ 
Humanism 
Movement toward 
Internal Control 
Education (with) 
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According to Dobson and Dobson (1976), the following beliefs are 
asserted to be characteristic of an individual identifying with the 
essentialist/behaviorist end of the continuum. Society is the prime 
force in child development. Society must provide training, guidance, 
control, and direction. Moral values must be instilled. Proper moti-
vation should be provided for children to behave, learn, and act in an 
acceptable way, with external stimulation or reward to ensure success. 
Learning is basically reacting to stimuli; competitive situations en-
courage such reaction. Environmental conditions largely determine in-
telligence. A universal truth and knowledge is to be conveyed to the 
child. The function of the school is to create a "standardized student-
citizen". 
In transforming the educational beliefs of the essentialist/ 
behaviorist teacher into practice, Dobson and Dobson (1976) indicate 
that the essentialist is concerned with the transfer of information 
with clear objectives in mind. The curriculum is well organized and 
emphasizes content. Management, structure, and efficiency are vital 
for an orderly flow. Content should be consistent throughout the edu-
cational system. Diagnostic, programmed materials are desirable fol-
lowed by reliable evaluation to measure standardized achievement. 
The second classification category, which describes teachers 
espousing an existentialist philosophy and humanist psychology (Dobson 
& Dobson, 1976), is quite the opposite of the first and is located at 
the opposite end of the continuum seen in Figure 6. The primary belief 
here is the intrinsic goodness of man which leads to the conclusions 
that people will seek knowledge, and be self-motivating in their never-
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ending experiential quest, based on the belief that individual percep-
tions are man's only reality. People are self-satisfying, looking for 
rewards internal in nature. Man is his own best initiator of action 
and is the seeker of his own truth. He is in the center of his environ-
ment and learns best by experiencing and creating. Intellectual ability 
exists within the individual. It is to be developed and brought out by 
society's efforts. Society should center on helping individuals, not 
institutions. Individual freedom should be developed in children. 
Educationally, (Dobson & Dobson, 1976) indicate that the exis-
tentialist (humanist) believes the child is the center and focus of the 
school. The educator works at developing the potential of the child. 
Instructional acts are contingent upon the learner's freedom. A dyna-
mic curriculum is required, based on the students' needs and wants. The 
students plan and organize their own time. Education is interdiscipl i-
nary, that is, a student needs to look at all parts of the whole. The 
ultimate end of education is not knowledge but quality of being. There 
is no 1 imit to resource possibilities. Evaluation is done by self or by 
shared peer feedback. 
Between these two extremes, as seen in Figure 6 (p. 48), Dobson 
and Dobson (1976) place the experimentalist (cognitivist) who is a combi-
nation of both in moderation. Society's role is to put the individual in 
harmony with the environment. Learning tasks should be lifelikeor func-
tional. Social, emotional, physiological, and intellectual development 
are factors in learning readiness. Knowledge is related to experience. 
Life is ever-changing and, therefore, what we perceive as truth is ever-
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changing also. The ultimate goal of education is to successfully pro-
duce future adults capable of effective, innovative social functioning. 
Within the educational setting, according to Dobson and Dobson 
(1976), the teacher assumes the role of manager and consultant. Content 
is valued by its future usefulness and is sequenced to coincide with 
child development. The concern is with individual achievement directed 
through programmed study. A combination of content-centered curriculum 
and process curriculum is sought. Materials and resources can be drawn 
from a variety of areas. Sequential skill building is emphasized with 
past learned knowledge used as a basis for future learning tasks. Eval-
uation includes areas of critical thinking, problem solving, and high 
level cognitive skills. 
A more thorough analysis of the differences associated with each 
of the three positions is included in Appendix C. Additionally, the 
distinctions are again addressed in Chapter Ill in discussing methodolo-
gies appropriate for classifying teachers according to their beliefs. 
In addition to "information or cues about students•• and 11 bel iefs 
and attitudes about education11 , a third component of the decision-making 
model affecting instructional decisions, as represented in Figure 5 (p. 42), 
is the ••nature of the instructional task11 • Two important aspects of the 
instructional task that affect teachers• decisions are the nature of the 
subject matter and the goals of instructions (Borko et al ., 1979, p. 142). 
Unfortunately, limited research has been done relevant to the nature of 
the instructional task as affecting teachers• decisions. In one study 
involvir.g preinstructional decisions in reading and mathematics (Russo, 
1978), the following question was asked. ••How does the nature of the 
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~structional task influence the cues and estimates about students to 
which teachers attend in making preinstructional decisions?" In the Russo 
(1978) study, the nature of the particular task, either teaching a reading 
lesson or teaching a math lesson, influenced the types of information that 
the teacher considered in making estimates about students. No generaliza-
tion, however, could be drawn since in placing children in various reading 
groups some teachers only considered information about reading achieve-
ment while other teachers took into account both achievement in mathema-
tics and achievement in reading. It would appear that this finding en-
hances the significance of the concept of individual differences in the 
teacher planning and teacher decision-making function. Additionally, as 
shown in Figure 5, the nature of the instructional task impinges on prein-
structional decisions via the availability of alternative strategies. The 
utilization of alternativestrategies may be influenced by such things as 
educational facilities, material resources, school politics, pressures from 
the community and administration and teacher training (Berko et al., 1979). 
In conclusion, then, the description of teaching with· the teacher 
defined as decision maker offers an advantage when compared with the 
more traditional approaches. It offers a broader perspective of the 
teaching learning process and leads to a reconceptualization of other 
research findings which, at one time, were described as contradictory. 
Additionally, it integrates some of these apparently contradictory find-
ings (Medley, 1977) by ••emphasizing the importance of considering indi-
vidual differences in teachers as well as individual differences in 
students when making educational decisions•• (Berko et al., 1979, p. 154). 
This decision-making paradigm (Figure 5, p. 42) has been applied to this 
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research study in the following way. Initially, teachers educational 
beliefs were established. Subsequently, the impact of those beliefs on 
preactive planning decisions were assessed in order to determine the 
degree of congruence between theory (beliefs) and practice (actual deci-
sions). The need for research in this area is described by Barko et al. 
(1979) in their discussion of the influence of educational beliefs on 
teacher dec is ions and their statement that ''we sti 11 believe that indi-
vidual differences (education•l beliefs) in teachers do affect their de-
cisions, and we plan to continue to explore the role of individual dif-
ferences in our future research" (p. 154). 
Teacher Planning Decisions 
In recent years both curriculum theorists and curriculum practi-
tioners have focused attention on the phenomenon of teacher planning 
(Yinger, 1977). The boundaries identified for the field of teacher 
planning range from yearly planning at one extreme to daily planning 
at the other. More precisely, five basic levels of planning have been 
described as appropriate considerations in the study of teacher plan-
ning. They are: yearly planning, term planning, unit planning, weekly 
planning, and daily planning (Yinger, 1980). In addition, both institu-
tional planning and planning for the upcoming year have been associated 
with the teacher preparation function. Although every good, experienced 
classroom teacher is aware of the necessity for planning at all levels, 
only recently have empirical studies been designed to investigate the 
teacher planning process (Clark & Yinger, 1979 b; Peterson et al ., 1978; 
Morine, 1975, 1976, 1977; Yinger, 1980; Zahorik, 1970, 1975). 
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The study of teacher planning is a relatively new field of in-
quiry with the first empirical study dating back to Zahorik (1970). In 
fact, the number of published studies available today is quite scant. 
To date, the majority of works relevant to the topic of teacher planning 
have been of a prescriptive nature with the contributions of Ralph Tyler 
(1950) receiving foremost acclaim. The prescriptive planning model, 
also referred to as the rational or separate ends-means model, involves 
a logical sequence of intellectual and practical events. Proposed by 
Tyler, further modified by Taba (1962), Mager (1962), Baker and Popham 
(1970), and others, the separate ends-means model initially proposes 
the determination of ends or objectives, followed by a series of means 
appropriate for the attainment of specified objectives. More specifi-
cally, this model involves the following steps: (1) formulation of 
objectives, (2) determination of learning activities, (3) organization 
of learning activities, and (4) specification of evaluative procedures. 
Utilizing this sequence, planning becomes a task requiring orderly and 
logical thinking with this model providing a rational and scientific 
methodology for accomplishing the task (Taba, 1962). 
Opposition to Tyler•s rational decision-making approach to plan-
ning first surfaced with Macdonald in 1965 with his contention that the 
description of teacher planning as a series of rational decisions about 
objectives, learning activities, organization and evaluation was actu-
ally a myth. The basis for this assumption as stated by MacDonald is 
as follows: 
It is possible that teaching can be viewed as a rational decision 
making process, but the action probability of validity is rather 
slim. The central premise of rationality cannot withstand careful 
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scrutiny. We have learned too much about human nature in the past 
100 years to reject offhand the irrational and/or unconscious aspect 
of human behavio~ (MacDonald, 1965, p. 613) 
Eisner (1967) added another perspective to the phenomena of 
teacher planning when he suggested that curriculum theory does not pro-
vide the appropriate mechanism for accurate prediction of educational 
outcomes, nor do educational objectives necessarJly precede the selec-
tion and organization of content. In this context, Eisner confirms the 
need for an integrated approach where participation via the means brings 
about the genesis of meaningful outcomes. 
An alternate model of teacher planning has been described by 
Zahorik (1975) in his synthesis of MacDonald's (1965) and Eisner's 
(1967) suggestions. This second prescriptive model, the integrated ends-
means model, proposes that teachers do not plan in the sequence described 
by Tyler and others, but actually consider the type of learning activity 
appropriate for the student. Proponents of this model argue that objec-
tives arise within the context of the learning activities as students 
choose learning experiences which are in compliance with their own ob-
jectives. As a result, in this model, "ends for learning become inte-
grated with means for learning and the specification of goals prior to 
an activity becomes meaningless" (Clark & Yinger, 1977). 
Prior to the pioneering work of Zahorik (1970), the separate 
ends-means model and the integrated ends-means model provided the theo-
retical framework with regard to the teacher planning process. Zahorik's 
initial study centered upon the effect of a simple plan as opposed to 
no plan at all and concluded that the traditional planning models re-
suited in insensitivity to pupils on the part of the teacher. The study 
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did not investigate the validity of the sequence proposed in each model. 
It was not until 1975, based upon the findings of Taylor (1970) showing 
that curriculum planning usually begins with the content to be taught, 
that another empirical research study was designed by Zahorik (1975) to 
test the two accepted teacher planning models. 11The purpose of this 
study was to determine what kind of plans teachers make prior to the 
time they enter the classroom and begin to teach a group of students•• 
(Zahorik, 1975, p. 135). On the whole, decisions pertaining to acti-
vities were those most frequently made. However, the first decision 
made usually pertained to content. Clark and Yinger (1977) summarize 
the findings as follows: 
Zahorik concluded from this study that teacher planning decisions 
do not always follow logically from a specification of objectives 
and that, in fact, ebjectives are not a particularly important plan-
ning decision in terms of quantity of use. He also argued, however, 
that the integrated ends-means model does not appear to be a func-
tioning reality because of the relatively few teachers (only 3 per-
cent) who began their planning by making decisions about activities. 
(p. 281) 
These findings establish the contention that the thinking of teachers 
during the preactive phase of planning most frequently involves deci-
sions concerning 11 the range and particulars of the subject matter of 
the lesson or unit to be taught 11 (Zahorik, 1975, p. 138). Along the 
same 1 ines, the commentary of Goodlad and Klein (1974) indicates that 
teachers plan primarily for coverage of content as opposed to the ful-
fillment of specified learning objectives. In fact, an even earlier 
study by Joyce and Harootunian (1964) questioned the role of objectives 
as described in the rational ends-means model by demonstrating that few 
science teachers use behavioral analysis as they plan their lessons. 
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The traditional planning models do not appropriately represent the for-
mat followed by teachers in their planning process. The models infer 
that equal attention is given to decisions concerning objectivest con-
tent, activities, materials, and evaluation. In a recent study (Mintz, 
1979), content, materials, and activities were shown to provide the pri-
mary basis for teacher planning decisions with relatively no considera-
tion being given to objectives and evaluation. These findings reinforce 
the notion that teachers differ in their approach to planning (Morine, 
1976) and establish anomalies in the prevailing theoretical teacher 
planning models. 
Looking at the phenomenon of teacher planning within the frame-
work of the decision-making model, however, researchers have been pro-
vided the opportunity to analyze the influence of a number of factors 
on preinstructional planning decisions. Accordingly, the definition of 
planning applied in this situation sees planning as a process of pre-
paring a framework for guiding teacher action, a process involving 
teacher thinking and teacher decision making. Viewed from this per-
spective, the study of teacher planning provides information concerning 
the relationship between thought and action in teaching, an area which 
Clark and Yinger (1979 b) refer to as "a promising site for the study 
of teacher th inking 11 (p. 9). 
In a recent study Clark and Yinger (1979 b) surveyed 300 elemen-
tary teachers in order to gather information describing their views of 
the teacher planning process. Based upon the results of their work, 
it appears that elementary teachers view planning in the following way. 
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--Learning objectives are seldom. the starting point for planning. 
Instead, teachers plan around their students and around activities. 
--Teachers tend to limit their search for ideas to resources that 
are immediately available, such as teacher editions of textbooks, 
magazine articles, film, and suggestions from other teachers. 
--Teachers indicated that most of their planning is done for read-
ing and language arts (averaging five hours per week), followed 
by math (2.25 hours/week), social studies (1 .7 hours/week), and 
science (1.4 hours/week). 
--Teacher planning is more explicit and involves a longer lead time 
in team-teaching situations than in self-contained classrooms. 
--The most common form of written plans was an outline or 1 ist of 
topics to be covered, although many teachers reported that the 
majority of planning was done mentally and never committed to 
paper. 
--Planning seems to operate not only as a means of organ1z1ng in-
struction, but as a source of psychological benefits for the 
teacher. Teachers reported that plans gave them direction, se-
curity, and confidence. (Clark & Yinger, 1976 b, p. 15) 
ln another endeavor Clark and Yinger (1979 b) studied the teacher 
planning process in an attempt to describe the longitudinal case history 
of a plan. Six experienced teachers participated in this study. Each 
participant was asked to plan a two week unit on writing that had not 
been previously taught. An interesting dichotomy arose through an anal-
ysis of the plans leading Clark and Yinger to distinguish between incre-
mental planners and comprehensive planners. The former group "seems to 
prefer to move in a series of short planning steps, relying on day-to-
day information from the classroom" (Clark & Yinger, 1979 b, p. 19). 
The comprehensive planners, on the other hand, ''tended to be more con-
cerned with the unit as a whole, and were very careful to specify their 
plans as completely as possible before beginning to teach" (Clark & 
YingeG 1979 b, p. 19). These findings reinforced the notion that 
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individual differences in the teacher planning process do exist and 
that a more thorough understanding of the preactive planning ~recess is 
beginning to emerge as a result of this work and similar studies (Peter-
son et al., 1978; Yinger, 1977). 
In an ethnographic study dealing with the teacher planning proc-
ess, Yinger (1977) has prov-ided new data describing both preactive and 
interactive teacher planning. His study, designed to provide both a 
descriptive and theoretical model of planning processes, involved an 
intense study within the classroom of one first-second grade teacher. 
After months of observing the teacher during preactive and interactive 
situations, as well as analyzing her participation in various specially 
designed simulations and tasks, two aspects of teacher planning emerged. 
These two findings indicate that teacher planning revolves around the 
use of instructional activities and the use of teacher routines. The 
instructional activities, characterized by a number of defined features 
which the teacher considered in her planning decisions, were the basic 
building blocks from which the plans evolve. Similarly, consideration 
was given to the proper utilization of teaching routines. A total of 
four routines were described, each serving as a method ''to reduce the 
complexity and increase the predictability of classroom activities, 
thereby increasing flexibility and effectiveness11 (Clark & Yinger, 1977, 
p. 284) • 
In addition, this study provided information significant for the 
development of two models of teacher planning, a structural model and 
a theoretical model. The structural model provides descriptive infor-
mation regarding the teacher's behavior during all levels of planning: 
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daily, weekly, unit term, and yearly. The theoretical model (Yinger, 
1977), a process model, emphasizes finding, developing and implementing 
planning decisions. In contrast to the theoretical models described 
earlier (Tyler, 1950; Zahorik, 1975), this model consists of three 
stages. The initial problem finding phase makes use of a discovery cy-
cle which results in the clarification of a problem appropriate for con-
tinued consideration. The intermediate phase, the problem formulation 
and solution phase, utilizes the design cycle. In this cycle, the prob-
lem undergoes progressive elaboration, investigation, and adaptation so 
that in the teacher•s perception the plan is appropriate for presentation. 
The final phase in this model is the implementation phase which involves 
the actualization of the plan including its evaluation and its routini-
zat ion. 
Although Yinger•s structural or descriptive model of planning 
provides significant quantitative information regarding a single teach-
er•s behavior during all phases of planning, a related study by Peter-
son et al. (1978) has focused on the daily lesson planning behavior of 
a gr~up of twelve experienced elementary school teachers. While the 
theoretical models previously discussed (Taba, 1962; Tyler, 1950; 
Yinger, 1977; Zahorik, 1970) have attempted to find similarities in the 
teacher planning process, there are some arguments to show that teachers 
do differ in their planning as a result of differences in their think-
ing processes (Morine & Vallence, 1975). In a study designed to iden-
tify differences in planning procedures between teachers, Morine-
Dershimer (1977) found that teacher planning varied in a number of 
areas, including specificity of format and types of information included 
61 
in the written plans. This line of inquiry was pursued in some detail 
by Peterson et al. (1978) in their attempt to show that individual 
differences in teacher planning are related to the teacher's personal 
cognitive style. On three separate occasions, the planning processes 
of twelve elementary school teachers were recorded as they prepared 
their lessons for implementation to a group of junior high school stu-
dents. Careful analyses of each teacher's recorded planning sessions 
made it possible to place each planning statement into one of the fol-
lowing categories: objectives, subject matter, instructional process, 
materials, learners, and miscellaneous. For the most part, the amount 
of time each teacher devoted to each of the planning categories remained 
stable throughout the three planning sessions. In other words, if sub-
ject matter was a top priority in the teacher's statements during plan-
ning session one, it was also a top priority during sessions two and 
three. While priorities among teachers were found to vary, the more 
significant finding was the consistency of that priority in their plan-
ning. This, of course, provides some evidence that individual differ-
ences in teacher planning do exist. 
As a possible explanation for these individual planning differ-
ences, Peterson et al. (1978) examined the cognitive processing styles 
and abilities of the twelve elementary school teachers. Through the 
administration of a number of tests designed to measure the teachers' 
conceptual level, verbal ability, reasoning ability, the flexibility 
of closure, it was possible to correlate differences in teacher plan-
ning with teacher aptitudes. More specifically, those teachers charac-
terized by high verbal ability scores tended to be more productive in 
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terms of the total number of planning statements made. Additionally, 
those teachers made more planning statements dealing with higher order 
subject matter concepts. Correlations based upon conceptual level 
scores showed that teachers with a lower aptitude score tended to make 
more planning statements pertinent to lower order subject matter con-
cepts, whereas teachers with high conceptual level aptitude scores made 
more planning statements concerning instructional processes and the 
learner. Teachers• scores measuring flexibility of closure and reason-
ing ability were most strongly related to the proportion of statements 
dealing with objectives. The total portrait painted as a result of 
this study indicates that 11 individual differences in teacher planning 
do seem to be related to differences in teachers• cognitive processing 
styles and abilities 11 (Peterson et al., 1978, p. 426). 
Along these same 1 ines, Clark and Yinger (1979 a) indicate that 
further research dealing with the preactive teacher planning process 
is essential in order to determine the impact of individual differences 
on teachers• planning styles. The assumption that all teachers follow 
a prescribed format for planning has been shown to be incorrect {Clark 
& Yinger, 1979 a, 1979 b; Mintz, 1979; Morine, 1976; Peterson et al., 
1978; Taylor, 1970). The focus for continued research in the area of 
I 
preinstructional teacher planning has now shifted to an analyses of the' 
individual differences in teacher planning styles which result from 
differences in teacher thinking. 
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Purposes of the Study 
This studysoughttogather information pertinent to the concept 
of teacher thinking. More specifically, the processes of preactive 
teacher planning and preactive teacher decision making were analyzed 
to gather information concerning the intentions and purposes of the 
teacher as preactive planning proceeds. Although teacher planning can 
occur at a number of levels, this study concentrates on the teacher 
planning process at the daily lesson planning level focusing on the 
plans for a single lesson. Furthermore, this research directs atten-
tion to the preinstructional daily planning decisions which characterize 
the teacher preparation routine. 
Specifically, this study sought to answer the following questions: 
1. What is the degree of congruence between teachers• philosophical 
beliefs and the perceived expression of these beliefs in educa-
tional practice? 
2. Do individual difference variables relate to ~tyle of teacher 
planning? 
3. Are teachers' preactive planning decisions consistent with their 
philosophical and practical beliefs? 
In order to address the first research question mentioned above, 
each teacher was initially categorized according to both philosophical 
and practical beliefs. Using instrumentation which will be described 
in Chapter I I I, teachers were first classified according to their philo-
sophical beliefs. These beliefs fell into one of three categories: 
behaviorist, experimentalist, and humanist. Following this determina-
tion, each teacher's beliefs about practice were assessed. Again, 
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beliefs fell into the same three categories. After the teacher•s philo-
sophical beliefs and practice beliefs were determined, it was possible 
to describe the degree of congruence between the teacher•s philosophical 
position and beliefs about practice. 
The second research question similarly required the initial 
classification of teachers according to their philosophical and practi-
cal beliefs. This categorization within a philosophical framework rep-
resents the teacher•s individual difference variables. The impact of 
these individual difference variables on the style of teacher planning 
was determined through an analysis of each teacher•s planning decisions 
based upon the following decision categories. Decisions that teachers 
make while planning pertain to: (1) subject matter or content, (2) 
materials, (3) objectives, (4) activities or instructional processes, 
(5) learners, and (6) evaluation. After each teacher•s decisions were 
categorized, it was possible to determine if the individual difference 
variables (philosophical classification) in any way influenced the 
teacher•s planning style as determined by classifying the decisions 
made pertinent to each of the six planning categories. 
The third research question again required the initial classi-
fication of teachers according to their philosophical beliefs, that is, 
as a behaviorist, an experimentalist, or a humanist. Also, as described 
earlier, each teacher•s beliefs about practice were determined via in-
strumentation to be discussed in Chapter I I I. Furthermore, each 
teacher•s actual planning style was determined by categorizing each of 
the teacher•s planning decisions according to the six decision cate-
gories. Each decision in each of the six categories was then classified 
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as a behavioristic, experimental istic or humanistic decision. In this 
way it was possible to see if actual planning decisions reflect the 
teacher•s philosophical beliefs and the teacher•s beliefs about practice. 
In conclusion, then, the present research was directed by the 
following hypotheses: 
H0: There is no significant difference at the .05 level of signifi-
cance between teachers• philosophical beliefs and the perceived 
expression of these beliefs in practice. 
H0: There is no significant difference at the .05 level of signifi-
cance between individual difference variables and style of 
teacher planning. 
H0: There is no significant difference at the .05 level of signifi-
cance between teachers• individual difference variables and 
the kinds of decisions (behavioristic decisions, experimental-
istic decisions, humanistic decisions) that teachers make as 
preactive planning occurs. 
Definition of Terms 
For purposes of this study, the following definitions were used: 
Alternatives: In the process of decision making, the decision maker 
must select one option from the set of possible choices being considered. 
In reference to the possible choices for the decision maker, the term 
alternatives is used. This term represents a possible decision that the 
decision maker may make and not the specific choice of the decision 
maker on a particular trial. Once the decision maker selects an alter-
native, it becomes a decision, choice or act (Lee, 1971, pp. 20-21). 
Beginning teacher: A teacher with less than three complete years of 
teaching experience. 
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Categories of planning decisions: As teachers plan their daily lessons, 
the plans made will pertain to one of the following categories: subject 
matter or content, materials, objectives, activities or instructional 
process, learners, and evaluation. The analysis of teacher decisions 
based upon the six categories will provide the basis for establishing 
each teacher's planning style. 
Experienced teacher: A teacher with three or more years of teaching 
experience. 
Implicit theories: The study of teacher thinking is based in part on 
the assumption that teachers refer XC a personal belief system concern-
ing both teaching and learning. Teacher judgments and teacher decisions 
flow from a teacher's personal perspective as regards teaching and 
learning as well as all other innately held concepts. A teacher's im-
plicit theories characterize the conceptual bases from which the indivi-
dual operates in making judgments and decisions pertinent to teaching 
and learning (Clark & Yinger, 1979 a). 
Individual difference variables: Using the Educational Beliefs System 
Inventory (EBSI) and Educational Practice Belief Inventory (EPBI), each 
teacher will be philosophically and practically categoried within a 
philosophical framework. The scores that teachers receive on these in-
ventories will represent their individual difference variables. 
Interactive deci~ions: Choices and selections made by the teacher dur-
ing the actual teaching process. These decisions are made as the teach-
er interacts with students in a face to face encounter. 
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Planning style: A teacher•s planning style is determined by the pre-
active planning decisions that the teacher makes. Since preactive 
planning decisions fall into one of the six categories of planning 
decisions, it is possible to analyze a teacher•s preactive planning 
decisions and describe the teacher•s planning style in terms of these 
decisions. 
Preactive planning: The distinction has been made between preactive 
planning and interactive planning (Jackson, 1965). Preactive planning 
includes all the decisions and activities that occur as the teacher 
prepares for lesson implementation, whereas interactive planning occurs 
as the teacher is teaching. 
Preinstructional decisions: Choices and selections made by the teacher 
prior to the actual implementation of a lesson. 
Assumptions and Limitations 
This study was based on the following underlying assumptions: 
1. The manner in which one behaves and the choices one makes reflect 
one•s basic attitudes, beliefs and values. 
2. There is a direct relationship between personal beliefs held by the 
teacher and teacher practice. 
3. Beginning teachers have not yet internalized a consistent style of 
planning. 
4. Experienced teachers have had sufficient time and experience to de-
velop a consistent style of planning. 
5. Incongruence between one•s behavior and philosophic beliefs results 
in frustration and often less effective teaching. 
6. The planning statements and decisions verbalized by teachers 
reflect their thinking processes. 
The following 1 imitations apply to this study: 
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1. The sample population was chosen from two graduate schools of 
education and several school districts in the Chicago metropolitan 
area and not by random sampling. 
2. Generalizations for all teachers concerning this study may not be 
made due to the size of the population sampled. 
3. Other than scores obtained on the EBSI and EPBI inventories, no 
addition a 1 information concerning teachers' i nd i vi dua 1 differences 
was available. 
Summary 
In this study the teacher is viewed as a decision maker. There-
fore, this chapter has included a discussion of decision theory from 
both a classical (mathematical and economical) and psychological (be-
havioral) perspective in order to establish the concept of teacher de-
cision making within a theoretical framework. Subsequently, a model for 
studying teacher decision making, the decision-making paradigm (FigureS, 
p. 42) was described in reviewing a number of models appropriate 
for studying teacher thinking. An analysis of the decision-making 
paradigm revealed that preactive teacher planning decisions are in-
fluenced by a nunber of features including: (1) information or cues 
about students, (2) teacher beliefs, (3) nature of the instructional 
task, and (4) constraints of the situation. Since this study is speci-
fically concerned with the relationship of teacher beliefs to teacher 
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practice, the literature dealing with the concept of beliefs-practice 
congruency was reviewed in conjunction with the decision-making para-
dign. 
Additionally, since this study characterizes the teacher as a 
decision maker, making decisions concerning the planning function, a 
review of the 1 iterature relevant to teacher planning was present~d. 
This review included an examination of the theoretical planning models. 
Also, empirical and ethnographic studies were reported. The results of 
these most recent studies indicate that individual differences may play 
a more important role in the teacher planning process than was previously 
recognized. The impact and significance of individual difference vari-
ables on teacher planning decisions is the primary focus of this re-
search study. This review was followed by a statement of purpose in 
eluding both the research questions and the statistical hypotheses. The 
chapter concluded with the definition of terms as well as a considera-
tion of assumptions and limitations. 
CHAPTER II I 
DESIGN AND METHODOLOGY 
Introduction 
This study sought to determine whether or not teachers make pre-
instructional planning decisions that are congruent with their perceived 
philosophical and practical beliefs. Since the significance of establish-
ing harmony between teacher beliefs and teacher practice has been previ-
ously established (Berko et.al., 1979; Dobson & Dobson, 1979, 1980; Goodlad, 
1977; Jackson, 1971; Kessinger, 1979; Usher & Hanke, 1971), the present 
research attempts to examine teacher planning decisions as a tool for 
determining the degree of congruence between actual practices (the real 
instructional decisions teachers make) and perceptions of beliefs and 
practice. Included in this chapter are a description of the population 
that participated in the study, the procedures used for collecting the 
data, and a description of the pilot study. Also included are sections 
dealing with the training of raters, the experimental design, and the 
methods used for analyzing the data. 
Description of Population 
The participants in this study were recruited from two graduate 
schools of education as well as several school districts located within 
the Chicago Metropolitan area. The participating graduate schools were 
Concordia College, River Forest, Illinois and Lewis University, 
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Romeoville, llllinois. This researcher contacted professional colleagues 
in each institution seeking volunteers from among the students enrolled 
in the various graduate education courses. The graduate level students 
were from both public and private school systems but included only ex-
perienced teachers with a minimum of three years teaching experience. 
Additionally, this researcher sent letters seeking teacher volun-
teers to several local school superintendents and principals. These 
requests netted volunteers from schools in the following communities: 
Oak Forest, Illinois; Orland Park, Illinois; Romeoville, Illinois; 
Tinley Park, Illinois; Shiller Park, Illinois; and Villa Park, Illinois. 
Again, these teachers represented both public and private school sys-
tems but were limited to experienced teachers. 
Initially the sample population consisted of thirty-three (33) 
elementary school teachers. However, after the data collection pro-
cedures were completed, it was necessary to reduce the sample size by 
four and work with aN of 29. As participants in this research study, 
teachers were asked to do two things: (1) prepare a tape recording of 
their plans for a creative writing lesson, and (2) complete a survey 
instrument. The four cases of experimental mortality were related to 
the two procedures described above. Three of the lost cases resulted 
from the inappropriate preparation of the tapes, and one case was as-
sociated with inappropriate survey completion. 
In the cases involving recording errors, two of the returned 
tapes were found to be blank. These blank tapes most likely resulted 
from an improperly functioning machine or the teacher•s improper oper-
ation of the machine. A third tape, when fully transcribed, was not a 
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creating writing lesson as specified in the directions for lesson 
preparation and was, therefore, eliminated. In the fourth case of 
experimental mortality, the survey instrument had been improperly pre-
pared. The subject was given a copy of an inventory that had been 
improperly collated and did not contain all of the survey items. Con-
sequently, it was necessary to delete this case resulting in a selec-
tively recruited group of twenty-nine (29) elementary school teachers. 
Collection of Data 
Each teacher was first asked to plan a lesson for a specific 
group of students. This pla~ning.proceeded by having the teachers think 
out loud into a tape reco~der so that their preactive planning thoughts 
and decisions would be available for scrutiny. This technique has been 
utilized to study teacher planning decisions (Peterson et al ., 1978) as 
well as the decision-making processes of bank trust officers (Clarkson, 
1962), chess players (DeGroot, 1965), clinical psychologists (Klein-
muntz, 1968), and physicians (Elstein, Jason, Kagan, Loupe, & Shulman, 
1972). Trained raters (training procedures are discussed later in this 
chapter) listened to the taped planning sessions and categorized each 
planning statement into one of the following categories: (I) content 
or subject matter, (2) materials, (3) objectives, (4) activities or in-
structional processes, (5) learners, and (6) evaluation (Peterson et 
al., 1978). Furthermore, each decision was philosophically classified 
as a behavioral (Design A), experimental (Design B), or humanistic 
(Design C) decision. The basis for decision categorization is presented 
in Appendix D, ''Guidelines for Categorizing Teacher Decisions". 
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Prior to the initiation of the taping session, the teachers were 
given an introductory explanation describing both the broad purpose 
of this study as well as their role in this study. See Appendix B for 
a copy of the prepared statement. Then, each teacher was given a hand-
out with specific directions concerning the lesson to be prepared using 
the ''think aloud" technique. See Appendix B for a copy of this handout. 
Secondly, each teacher was given a two part assessment device, 
the Educational Beliefs System Inventory (EBSI) and the Educational 
Practice Belief Inventory (EPBI). See Appendix A for copies of these 
inventories. The authors of these two inventories describe the two in-
struments as 11 a strategy for planning and decision making that identi-
fies the beliefs that collectively constitute a personal philosophy of 
education and also the variables necessary to create or establish a 
phenomenon called schooling" (Dobson & Dobson, 1980, p. 8). 
The Educational Beliefs System Inventory (EBSI) consists of 69 
statements concerning various aspects of educational theory. Teachers 
judged each of the statements by circling the appropriate number accord-
ing to the following scale: (1) complete agreement, (2) moderate agree-
ment, (3) uncertain, (4) moderate disagreement, (5) complete disagree-
ment. The EBSI is designed to provide a portrait of the individual's 
philosophic beliefs relevant to human nature as well as to how people 
grow and develop. This tool provides the mechanism enabling the teacher 
to be philosophically profiled as a Behaviorist (Design A), Experimental-
ist (Design B), and Humanist (Design C). 
The Educational Practice Belief Inventory (EPBI) consists of 69 
statements concerning various aspects of educational practice. Teachers 
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judged each of the statements by circling the appropriate number accord-
ing to the following scale: (1) complete agreement, (2) moderate agree-
ment, (3) uncertain, (4) moderate disagreement, (5) complete disagree-
ment. The EPBI is an instrument which examines teacher planning and de-
cision making, and in conjunction with the EBSI, measures the degree of 
congruence between the teacher's professed beliefs and professed educa-
tional practices. The EPBI is designed to assess an individual's plan-
ning and decision-making strategies; and, through analy~is, provide a 
profile of the practicing teacher as a Behaviorist (Design A), Experi-
mentalist (Design B), and Humanist (Design C). 
Each of the assessment inventories is composed of a number of 
sub-tests. The EBSI is composed of seven sub-tests while the EPBI con-
sists of six sub-tests. Each of the sub-tests address either a specific 
philosophic concern or a specific practical concern with one-third of 
the questions on each sub-test pertaining to a behavioristic position, 
one-third pertaining to an experimentalistic position, and one-third 
pertaining to a humanistic position. As the inventory results are 
analyzed, three graphic profiles emerge for each teacher--one profile 
for each philosophic persuasion. An example of an individual teacher's 
profiles are provided in Figure 7. 
In Figure 7, the first profile portrays the individual teacher's 
response to all questions assessing behaviorism, the second profile por-
trays the teacher's response to all questions assessing experimentalism, 
and the third profile portrays the teacher's response to all questions 
assessing humanism. Along the x-axis, each sub-test is numbered. Sub-
tests 1 through 7 represent specific sub-tests of the EBSI with sub-test 
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8 representing a composite score for the entire EBSI inventory. Sub-
tests 9 through 14 represent specifjc sub-tests of the EPBI with sub-test 
15 representing a composite score for the entire EPBI inventory and sub-
test 16 representing a combined composite score for both inventories. 
The numbers along they-axis, 1 through 5, represent the available re-
sponse selections for the various inventory items. Number one, at one 
extreme, indicates complete agreement with the philosophic position or 
practical concern of the sub-test, and number five at the other extreme 
indicates complete disagreement with the philosophic position or practi-
cal concern of the sub-test. A key, interpreting each of the sub-tests 
according to the three designs, is entitled Perceptual Baseline System: 
A Humanized Approach to Staff Development and is provided in Appendix C. 
In this study, the EPBI functioned as a tool to elicit informa-
tion concerning each teacher's preinstructional planning decisions. With 
this information available, each teacher's preinstructional planning and 
decision-making profile was available for comparison with the philoso-
phic profile established using the EBSI. An analysis of the inventory 
responses provided the basis for the following assessments: (1) degree 
of beliefs-practice congruence, (2) impact of individual difference var-
iables on planning style, and (3) correlation of individual difference 
variables with types of decisions made (i.e. behavioristic decisions, 
experimentalistic decisions, and humanistic decisions). 
Reliability and Validity of Inventories 
The EBSI-EPBI inventories were designed by Dobson, Dobson, Grahl-
man, and Kessinger (1978). These instruments are 11 intended as a method 
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of identifying the degree to which persons are experiencing belief-
practice congruency between their professed educational beliefs and 
their professed educational practice•• (Kessinger, 1979, p. 32). The 
reliability and validity of these instruments have been previously esta-
blished (Kessinger, 1979, pp. 32-33). 
The method of validation for the two instruments was jury valida-
tion. Jury validation is similar to logical validation except that 
the items included on the instrument were submitted to qualified 
curriculum experts at three major midwestern universities who rated 
them as to their importance in contributing to the philosophies 
being measured. Reliability was achieved through the use of the 
Cronbach Alpha Internal Consistency Reliability scale .... The Cron-
bach Alpha Model of Reliability is similar to the Guttman (Lambda) 
Split-Half Method of Rel lability. Correlation coefficients corre-
lating perceived educational beliefs with perceived educational 
practices were achieved through the use of the Pearson Product Mo-
ment Coefficient of Correlation. (Popham & Sirotnik, 1973) 
Table I presents data concerning the reliability scores achieved during 
a six month testing period (Kessinger, 1979). In the column titled De-
sign, the row entitled Behaviorist represents those questions on the in-
ventories assessing an individual's behaviorist position, while the 
Experimentalist row represents the experimentalist position, and the 
Humanist row represents questions assessing one's humanistic position. 
Design 
Behaviorist 
TABLE 
RELIABILITY FOR THE 
EDUCATIONAL BELIEFS SYSTEM INVENTORY 
AND THE EDUCATIONAL PRACTICES BELIEF 
INVENTORY (ENTIRE PILOT SAMPLE) 
EBSI EPBI 
.829 .790 
Experimentalist .730 .800 
Humanist .~0 .825 
N = 427 (Kessinger, 1979, p. 33) 
Combined 
.890 
.865 
.905 
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The Cronbach Alpha Model of Internal Consistency Reliability, 
utilized by Kessinger (1979), is a special case of the split-half ap-
preach for the assessment of test reliability. The split-half approach 
usually involves dividing the test into two parts and comparing the 
results obtained on the even numbered questions with the results ob-
tained on the odd numbered questions. Since test reliability is a func-
tion of test length and the split-half procedure derives a correlation 
based on only one-half the test, it is necessary to determine the relia-
bility of the entire test. For this purpose, the Spearman-Brown (1910) 
prophecy formula is commonly used. This formula establishes the rel ia-
bil ity of the entire test based upon scores from each split-half. In 
the Kessinger (1979) study, however, the Guttman (1945) formula was men-
tioned. The Guttman prophecy formula differs from the Spearman-Brown 
formula in that the former computes a variance that does not assume that 
the variances of the two halves are equal. This difference represents 
a rationale for Kessinger's comparison of the Cronbach Alpha Model of 
Reliability to the Guttman Model (Kessinger, 1979, p. 32), since the 
alpha model, likewise, does not require equal variances on each of the 
split-halfs (Cronbach, 1951). In fact, Cronbach (1951, p. 331) advo-
cates using the Guttman formula for determining split-half coefficients 
of equivalence rather than the Spearman-Brown formula. 
In Cronbach's Alpha Model of Internal Consistency Reliability 
(1951), alpha represents the mean of all split-half coefficients result-
ing from different spl ittings of a test. In other words, alpha measures 
essentially the same thing as a split-half coefficient since if all pos-
sible splits for a test were made, the mean of the coefficients obtained 
79 
would be alpha. Defined more precisely, alpha is 11 an estimate. of the 
correlation between two random samples of items from a universe of items 
like those in the test11 (Cronbach, 1951, p. 297); it is the value ex-
pected when two random samples of items from a pool of items like those 
in the given test are correlated (Cronbach, 1951, p. 331). 
For use in the Kessinger (1979) study, alpha proves to be an 
essentially appropriate statistic, since alpha can be an index of sub-
test consistency yielding useful information about the interpretability 
of the composite (Cronbach, 195T, p. 321). More specifically, since the 
EBSI/EPBI inventories are composed of numerous sub-tests, 11alpha indi-
cates what proportion of the variance of the composite is due to common 
factors among the sub-tests" (Cronbach, 1951, p. 321). The use of alpha 
as appropriate for the determination of internal-consistency reliability 
is further discussed by Cronbach and Azuma (1962) and Cronbach, Schone-
mann, and McKie (1965). In computing reliability coefficients for tests 
composed of items sorted into various strata, as is done on each of the 
EBSI/EPBI sub-tests, alpha provides an apropos tool for assessing re-
liability on a single test having heterogeneous content (Cronbach & 
Azuma, 1962, p. 649) • For tests composed of homogeneous content, the 
Kudor-Richardson formula, KR20, (1937) provides an appropriate statis-
tic. For tests that represent the stratified-parallel model, whether 
stratified on content or difficulty or both, an alpha coefficient repre-
sents the statistic of choice (Cronbach, Schonemann, & McKie, 1965). 
Since the EBSI/EPBI inventories represent this stratified-parallel de-
sign, Kessinger•s selection of the Alpha Model of Internal Consistency 
Rel lability is most appropriate. 
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The validity of the EBSI/EBPI inventories has been established 
using the technique of jury validation. Jury validation is similar to 
logical validation (Kessinger, 1979, p. 32) which is one of several 
techniques utilized to establish content validity. Content validity, 
along with empirical validity and construct validity, represent three 
different approaches for gathering evidence which will- support the idea 
that a test measures certain characteristics (Helmstadter, 1964, p. 89). 
Logical validity, one variety of content validity, requires a definition 
of the trait or content area to be measured. Additionally, it requires 
a breakdown of the area to be measured into categories which represent 
all major aspects of the area, and finally, it requires a judgment as 
to whether there are a sufficient number of items in each of the cate-
gories which do in fact distinguish between those persons who have a 
particular characteristic and those who do not (Helmstadter, 1964, pp. 
90-91). In validating the EBSI/EPBI inventories, "qualified curriculum 
experts at three major midwestern universities" (Kessinger, 1979, p. 32) 
provided the expertise for making the analysis and judgments required 
to establish the content validity of these instruments. 
A second approach to inventory validation, although not explored 
by Kessinger, involves the notion of construct validity (Cronbach & 
Meehl, 1955). "Construct validity is the most recent addition to the 
conceptual ideas concerning kinds of evidence which are required before 
a test user can feel justified in interpreting test scores in certain 
ways'' (Helmstadter, 1964, p. 134). Construct validity is ordinarily 
studied when a ''trait or quality underlying the test is of central im-
portance, rather than either the test behavior or the scores on the 
81 
criteria•• (Technical Recommendations, 1954, p. 14). Since the EBSI/ 
EBPI inventories are designed to elicit underlying information describ-
ing an individual 1 s perceived philosophic position and perceived prac-
tical position, this concept of construct validity has relevance. 
Construct validity involves establishing an instrument as an 
adequate measure of hypothetical construct (Helmstadter, 1964, p. 226). 
A hypothetical construct 11 is some postulated attribute of people, as-
sumed to be reflective in test performance. In test validation the 
attribute about which we make statements in interpreting a test is a 
construct•• (Cronbach & Meehl, 1955, p. 283). The hypothetical con-
struct reflected in the EBSI/EBPI inventories represent the Design A, 
Design B, and Design C positions which are fully described in Appendix C. 
As described by Cronbach and Meehl (1955), the logical process 
of construct validation involves the following procedures. Initially, 
a proposition must be set forth that this test measures a specific 
trait; second, the proposition must be inserted into present theory 
about this specific trait; third, the theory must be worked through to 
predict behavior characteristics which should be related to test scores 
if the test truly measures the specified trait as conceived; and final-
ly, data must be secured to empirically or experimentally confirm or 
reject the hypothesis. 
It appears, perhaps unknowingly, that the entire Kessinger (1979) 
study served to establish the construct validity of the EBSI/EBPI in-
ventories. The proposition that these instruments measure specific 
traits was set forth by Dobson, et al. (1978) in the compilation of 
their inventories which appear in Appendix A. For evidence that steps 
have been taken to insert the proposition into present theory, see 
Appendix C. Additionally, Kessinger's (1979) own content validity 
study enhances this procedure. Likewise, a number of other works 
(Dobson & Dobson, 1976, 1978, 1980; Kessinger, 1979) have attempted 
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to incorporate this proposition into present theory. The notion that 
the theory predicts certain behavioral characteristics is addressed in 
the design of the inventories since the EPBI is concerned with teacher 
practice. Furthermore, Kessinger's (1979, p. 39) own study sought 
"to denote the implications and accompanying 
cational philosophy places upon the teacher". 
responsibilities an edu-
The final phase, secur-
ing data to empirically or experimentally confirm or reject the hypothe-
sis, is evidenced from an individual standpoint using the Design A, 
Design B, and Design C profiles described previously in this chapter. 
From a broader perspective, the entire Kessinger (1979) experimental 
study provided data which confirms the initial proposition concerning 
the intentions of the inventories. Interestingly enough, this re-
searcher's experimental study provides additional data relevant to 
the construct validity of the EBSI/EPBI inventories. 
In more concrete terms, however, "it is ordinarily necessary to 
evaluate construct validity by integrating evidence from many different 
sources" (Technical Recommendations, 1954, p. 14). Two important types 
of evidence which support construct validity are group differences and 
internal consistency (Cronbach & Meehl, 1955). The first general type 
of evidence which might lend support to a claim of construct validity 
is Group Differences. Evidence of this type indicates that persons in 
different groups are conceived to possess different amounts of the 
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characteristic involved (Cronbach & Meehl, 1955, pp. 287-88). Relating 
this requirement to the Kessinger (1979) study, teachers in different 
philosophic camps evidenced differing responses concerning perceived 
practice leading to 11 a significant correlation between educational be-
liefs and educational practices11 (Kessinger, 19791 p. 67). Accordingly, 
individuals advocating a particular philosophy similarly advocated a 
perception of practice which differed from individuals in another group. 
A second type of evidence useful in determining the construct 
validity of a test is that which comes from studies of its internal 
consistency (Thurstone, 1952, p. 3). According to Cronbach and Meehl 
(1955, p. 288), both item-test correlations and rel lability formulas 
are appropriate for describing internal consistency. Since Kessinger 
(1979) established the reliability of these inventories using the 
Cronbach Alpha Internal Consistency Reliability Model (1951), the values 
appearing in Tablel (p.77) not only establish the instrumen.ts• reliabil-
ity but also provide empirical evidence of the instruments• construct 
va 1 i di ty. 
Pi lot Study 
A pilot study was performed in order to establish appropriate 
procedures for the first phase of the data collection process. The pur-
pose of the pilot study was to run through a taping session using the 
11 think aloud11 technique in order to compare the teachers.• taped re-
sponses with this investigator•s assumed responses based upon the direc-
tions given. A second purpose was to establish a routine for decipher-
ing the tapes. 
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The pilot study participants consisted of five graduate students 
attending Loyola University of Chicago. Each participant was an expe-
rienced elementary school teacher with a minimum of three years teach-
ing experience. With the five participants gathered together, an in-
troductory explanation describing both the purpose of this study as 
well as the participants role in this study was given. See Appendix B 
for a copy of this explanation. Then, each teacher was given a handout 
with specific directions concerning the lesson to be prepared using the 
"think aloud" technique. Although some researchers (Peterson et al., 
1978) have allowed teachers to listen to a model "think aloud'' tape as 
an introduction to this procedure, this study relayed essential infer-
mation using the handouts described here. 
Handout for Teachers 
Research shows that teacher planning decisions usually pertain 
to the following categories, although not limited to these categories. 
This handout serves only to enumerate some of the decisions most fre-
quently made. Decisions usually pel_"tain to: (1) subject matter or con-
tent, (2) objectives, (3) evaluation, (4) materials, (5) learners, and 
(6) activities or instructional processes. 
Task 
Assume you are working with the students currently enr.olled in 
your class. Provide a brief description of your class including 
grade level and any other pertinent descriptive information. 
After a field trip to the zoo, prepare a creative writing 
follow-up lesson for the next day. Your plans should be suf-
ficiently detailed so that your tape portrays a verbal picture 
of your planned lesson. (The direction, focus, and methods are 
yours to decide. A favorite technique or method is welcome.) 
The subject matter for the follow-up lesson, creative writing, 
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was specifically selected so as to give the teachers an opportunity to 
make a large number of decisions while preparing the lesson for imple-
mentation. Since many elementary school subjects, such as reading and 
math, are largely preplanned in the teacher•s edition of the textbook 
series, some researchers (Clark & Yinger, 1979 a, 1979 b; Peterson et 
al., 1978) have suggested that future work dealing with preactive 
teacher planning decisions should focus on areas such as creative writ-
ing where teachers must make their own planning decisions. 
After reading the directions on the 11 Handout for Teachers 11 , each 
teacher was issued a tape recorder and blank cassette. Teachers were 
individually assigned to small work rooms where the tapes were prepared, 
Upon completion, all materials were returned to this investigator. 
The completed tapes were then ready for analysis. In order to 
categorize the taped teacher planning decisions, each tape was first 
transcribed. Then, each decision statement on the transcribed page 
was parenthetically enclosed so as to expedite the categorization proc-
ess. For an example of a transcribed tape which parenthetically iden-
tifies each decision, see Appendix D. After all the decision state-
ments had been identified, it was possible to first categorize each 
decision based upon the six decision categories: content or subject 
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matter, objectives, materials, learner, activities or instructional 
process, -and evaluation. Each decision was then philo~ophically clas-
sified as a Design A, Design B, or Design C decision using the 11 Guide-
lines for Categorizing Teacher Decisions'' found in Appendix D. The 
results of the categorization of each teacher's transcribed tape were 
recorded on a 11 Decision Data Sheet11 • See Appendix D for an example of 
a scored 11 Decision Data Sheet11 • 
The pilot tapes were also instrumental in effecting a change in 
the directions included in the 11 Handout for Teacher11 • Since the pilot 
tapes included such a wide variety of responses, ranging from one 
teacher's descdption of ·a variety of things she 11 might11 do to another 
teacher's detailed explanation of what she would do throughout the 
entire day, it was necessary to define certain parameters concerning 
the lesson to be planned. These parameters include both a time frame 
for the lesson as well as. some specific suggestions concerning the 
focus of the follow-up lesson. In addition, the introductory para-
graph describing decision categories was deleted so as not to jeopardize 
the internal validity of the research design. See Appendix B for the 
revised 11 Handout for Teachers 11 • 
In conclusion, the pilot study served the dual purpose of clari-
fying the procedures to be utilized in gathering information using the 
11 think aloud11 technique, as well as establishing the format for decision 
categorization. The information and expertise obtained in this trial 
run proved most useful in providing appropriate training for the raters. 
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Training of Raters 
Two teachers, one with ten years of experience and another with 
fifteen years of experience were selected as raters for this experi-
mental study. Th~ tapes produced in the pilot study were utilized in 
training the raters. As a means of introducing the raters to the cate-
gories of preinstructional teacher planning decisions, this investigator 
reviewed a pilot tape with both raters. In this way, each rater was in-
troduced to the decision making categories as well as to the 11 think 
aloud11 technique. Then, the raters examined a transcription of the same 
pilot tape where each decision statement had been parenthetically indi-
cated. The raters reviewed the decision categorization process using 
both the 11 Guidelines for Categorizing Teacher Decisions 11 and the 11 Deci-
sion Data Sheet 11 both found in Appendix D. This procedure was repeated 
with four more tapes to assure that the categorization would be com-
pleted in a standard manner by both raters. 
Reliability and Validity of Raters• Procedures 
In order to establish the reliability and validity of the raters• 
categorizations, the following procedure was utilized. An experienced 
elementary school teacher taped a lesson according to the guidelines de-
scribed in Appendix B. After the tape was transcribed, the raters 
jointly indicated each decision statement in parenthetical fashion. 
Then, each of the raters, as well as the elementary school teacher who 
prepared the tape, was asked to categorize the preinstructional plan-
ning decisions using the 11 Guidelines for Categorizing Teacher Decisions 11 
and the 11 Decision Data Sheet11 found in Appendix D. The validity of 
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their coding was established using the Pearson product-moment correla-
tion coefficient and the results are shown in Table 2. 
TABLE 2 
INTER-RATER RELIABILITY USING THE 
PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENT 
Rater 1 Rater 1 Rater 2 
N with with with 
Rater 2 Criterion Criterion 
Correlation based 
on categorization 
of decisions into 
six categories .896 .869 .974 
Correlation based 
on categorization 
of decisions into 
eighteen cate-
gories .816 . 731 .875 
The rating completed by the teacher who prepared the tape esta-
blished the criterion against which each of the rater•s categorizations 
were correlated. The table also reports the correlation established 
between rater 1 and rater 2. rn the first row of Table 2, the coeffi-
cients represent the correlations established for the categorization of 
decisions based on six decision categories. The categories are: con-
tent or subject matter, objectives, materials, learner, activities or 
instructional processes, and evaluation. The values presented in row 
two of Table 2 represent the ~orrelation established as each decision 
is categoried not only into one of the six decision categories, but 
also further classified as a behavioristic, experimental istic, or hu-
manistic decision. With the exception of the value specifying that 
89 
r = .974, which indicates a very high positive correlation between 
rater 2 and the criterion, all other correlation coefficients indicate 
a high positive correlation (Hinkle, Wiersma, Jurs, 1979, p. 55). In 
all cases the established value of r is significant at the C( = .01 
level (Naiman, Rosenfeld, and Zirkel, 1977, p. 281) indicating a high 
positive linear relationship in all instances. These results establish 
the empirical validity of the categorization procedures utilized by 
the raters in classifying teacher decisions using the "Guidelines for 
Categorizing Teacher Decisions". 
The reliability of the rater's procedures were established using 
the test-retest technique. Four weeks after the initial decision cate-
gorization was performed, both the raters and the teacher who estab-
lished the criterion were asked to repeat the lesson codification proc-
ess, again using the "Guidelines for Categorizing Teacher Decisions" 
and the "Decision Data Sheet." The results of the retest were corre-
lated with the initial test using the Pearson product-moment correla-
tion coefficient and the results are indicated in Table 3. 
TABLE 3 
RELIABILITY OF RATERS' PROCEDURES USING THE 
PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENT 
Criterion Rater 1 Rater 
Test-Retest Correlation N=6 .929 .972 .970 
Test-Retest Correlation N=18 . 707 .963 .873 
2 
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The results presented in Table 3 represent the correlations 
established for decision categorization based on six categorfes and 
eighteen categories. Although the r values for n=6 indicate a very 
high positive correlation, more importantly, the r values for n=l8 
represent a high positive correlation (Hinkle, et al., 1979, p. 55). 
In all cases the established value of r is significant at the C( = .01 
level (Naiman, et al., 1977, p. 81) indicating a high positive 1 inear 
relationship. Interpretation of these values establishes the reliabil-
ity of the raters' procedures in categorizing teacher decisions where 
n=6 and n=18. 
Experimental Design 
The design of this study is identified as ex post facto research 
by Kerlinger (1979): 
Ex post facto is any research in which it is not possible to manip-
ulate variables or to assign subjects or conditions at random. In-
ferences are made and conclusions are drawn in non-experimental re-
search as in experimental research, and the basic logic of inquiry 
is fundamentally the same.... In ex post facto research ... indepen-
dent variables come to the researcher, as it were, ready made. They 
have already exercised their effects.... (pp. 116-117) 
The present study seeks to initially classify teachers according 
to their philosophical and practical beliefs concerning education. This 
classification is based upon the results obtained from the EBSI/EPBI 
inventories. The resulting classification establishes each teacher's 
individual difference variables within a philosophical framework. With 
this basis established, the following determinations can be made: (1) 
the degree of beliefs-practice congruence, (2) the relationship of indi-
vidual difference variables to style of teacher planning, and (3) the 
relationship of individual difference variables to types of decisions 
made (i.e., behavioristic decisions, experimentalistic decisions, and 
humanistic decisions). 
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In this section, each research question and its related statis-
tical hypothesis is described in terms of its experimental design. In 
each case, the relationship of the variables involved are discussed in 
terms of one or more statistical procedure. The procedures for data 
analysis will be discussed in the next section. 
In order to answer research question one which asks, ''What is 
the degree of congruence between teachers' philosophical beliefs and 
the perceived expression of these beliefs in educational practice?", 
the following statistical hypothesis was formulated: 
H0 : There is no significant difference at the .05 level of 
significance between teachers' philosophical beliefs and 
the perceived expression of these beliefs in practice. 
The correlation matrix seen in Figure 8 provides a framework for con-
sidering the above question. Based upon results from the EBSI/EPBI 
inventories, teachers were classified as behaviorists, experimentalists 
or humanists according to both their philosophical and practical be-
liefs. Each teacher's classification within thisphilosophical frame-
work provides the b~sis for establishing the degree of association 
with the various individual difference variables. In this way it is 
possible to correlate the teacher's philosophical beliefs with the 
teacher's practical beliefs in order to establish the degree of con-
gruence. 
Practical Beliefs 
Individual Difference Variables 
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Correlation Matrix 
Beliefs-Practice Congruence 
For research questions two and three the individual difference 
variable of practical beliefs classification represents the independent 
variable. This variable is composed of three levels: (A) behaviorism, 
(B) experimental ism, and (C) humanism. For purposes of this study, the 
independent variable is defined as belonging to the ordered metric 
level of measurement (Combs, 1953). This level of measurement falls 
between the ordinal and interval levels and is characterized by ordered 
categories where the relative order of intercategory distances is known 
but the absolute magnitude cannot be measured. In the case of this 
study, the three categories are: (A) behaviorism, (B) experimentalism, 
and lC) humanism. Although there is no way to ascertain distance be-
tween A, B, and C, it can be argued that B is closer to C than C is to A 
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(see Figure 6, p. 48). Abelson and Tukey (1970) argue that the proper 
assignment of numeric values to categories of an ordered metric scale 
allow it to be treated at the interval level of measurement. Similarly, 
Labovitz (1970) argues that interval statistics can be applied to any 
ordinal-level variable. In the present study the three levels of the 
independent variable were assigned proper numeric values ranging from 
one to three. Consequently, selection of statistical procedures appro-
priate for interval level data was suitable for the design of this 
research. 
Research question two asks, "Do individual difference variables 
relate to the style of teacher planning?•• The related statistical hypo-
thesis states: 
H0 : There is no significant difference at the .05 level of signi-
ficance between individual difference variables and style of 
teacher planning. 
The correlation matrix seen in Figure 9 (p. 94) provides a framework for 
considering the above question. As each teacher is aligned with a par-
ticular level of the individual difference variable (i.e., practical 
beliefs classification), the degree of association between the individual 
difference variable and the decisions made pertinent to each of the six 
decision categories was determined. In other words, the decision pro-
files of the teachers labeled as behaviorists, experimentalists, and 
humanists were correlated with the six decision categories. In this 
way it was possible to establish whether the individual difference var-
iable (practical beliefs classification) was related to style of teacher 
planning (the numbers of decisions made in each of the six categories). 
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The results obtained from the bivariate correlation analysis 
were further scrutinized using a one-way analysis of variance proce-
dure. In each case the individual difference variable (practical be-
liefs classification) served as the independent variable while the six 
decision categories were the dependent variables. 
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In order to answer research question three which asks, 11Are 
teachers• preactive planning decisions consrstent with their philoso-
phical and practical beliefs?11 , the following statistical hypothesis 
was formulated: 
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H0 : There is no significant difference at the .05 level of signi-
ficance between teachers' individual difference variables and 
the types of decisions made (i.e., behavioristic decisions, 
experimentalistic decisions, or humanistic decisions). 
The correlation matrix seen in Figure 10 provides a framework for con-
sidering the null hypothesis. As each teacher's actual planning deci-
sions were analyzed by the raters, the decisions fell into one of three 
categories: behavioristic decisions, experimentalistic decisions, or 
humanistic decisions. Furthermore, since each teacher was aligned with 
a specific level of the individual difference variable, it was possible 
to establish the degree of congruence between the individual difference 
variable and the types of decisions made. 
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Decision Types 
The results obtained from the bivariate correlation analysis 
were further scrutinized using a one-way analysis of variance procedure. 
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In each case the individual difference variable (practical beliefs 
classification) served as the independent variable while the three de-
cision types (i.e., behavioristic decisions, experimentalistic deci-
sions, humanistic decisions) were the dependent variables. 
In conclusion, then, the individual difference variable that 
characterizes each teacher•s beliefs position represents the independ-
ent variable that has not been randomly assigned to subjects, but 
rather determined through the assessment inventories. Since these 
variables have come to this researcher ••ready made••, the design for 
this study falls within the confines of ex post facto research 
(Kerlinger, 1979). The conclusions drawn are based upon statistical 
procedures which analyze the relationship of these independent vari-
ables to teacher planning decisions. 
Analysis of Data 
The procedure for analyzing the data in each of the matrices 
is based on the ability of the EBSI/EPBI inventories to discriminate 
individual differences relevant to philosophical and practical beliefs. 
Although Kessinger has previously established the reliability and valid-
ity of the test instruments, this researcher sought to reestablish the 
reliability and validity of the instrumentation for the present study. 
Procedures involved performing afactor analysis on the 138-item 
test in order to identify items that may be inappropriate. Factor ana-
lytic procedures were followed by the determination of a reliability 
coefficient, alpha, as described earlier in this chapter. Then, in 
reexamining the validity, the item-total correlation coefficient was 
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determined for each item in order to identify additional inappropriate 
items. With these necessary considerations attended to, a final value 
for alpha was established. The groundwork was now in place to look at 
each research question 
The correlation matrix shown in Figure 8 (p. 92) identifies the 
variables which were correlated in looking at the first research 
question. The scores received on the EBSI inventory establish each 
teacher's position with regard to the individual difference variables 
associated with philosophic beliefs. Similarly, the EPBI scores esta-
blish the teacher's position with regard to practical beliefs. The 
scores on the EBSI were correlated with the scores on the EPBI in order 
to establish a Pearson product-moment correlation coefficient and level 
of significance. 
blished. 
In this way beliefs-practice congruency was esta-
. .. 
The correlation matrix seen in Figure 9 (p. 94} identifies the 
variables associated with planning style. In this case each teacher's 
actual planning decisions were identified and categorized by raters as 
belonging to one of the six decision categories. Similarly, each 
teacher has been identified as being associated with a specific level 
of the individual difference variable (i.e., behaviorism, experimen-
tal ism, or humanism). In effect, then, there are three subgroups of 
teachers within the sample: one group aligned with behaviorism, one 
group aligned with experimental ism, and one group aligned with humanism. 
With this information available, a Pearson product-moment correlation 
coefficient for each group with their respective decisions was calcu-
lated. In this way it was possible to determine if the planning 
styles of the three groups were significantly different from one 
another. 
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Results of this bivariate analysis were further analyzed using a 
one-way analysis of variance procedure. This procedure allows the re-
searcher to simultaneously test the equality of means while maintaining 
a type 1 error (the error of rejecting a true hypothesis) rate at the 
established ec: level for the entire set of comparisons (Hinkle, et al., 
1979). Results obtained using analysis of variance in conjunction with 
the test statistic, F ratio, provided additional information thereby 
establishing the basis for acceptance or rejection of the null hypothesis. 
The correlation matrix seen in Figure 10 (p. 95}_ identifies the 
variables essential for assessing the degree of congruence between deci-
sion types (i.e., behavioristic decisions, exR~rimentalistic decisions, 
and humanistic decisions) and levels of the individual difference vari-
able (practical beliefs classification). In this case, each teacher's 
actual planning decisions were characterized as being behavioristic, 
experimentalistic, or humanistic. This classification was prepared by 
raters whose procedures were previously established as being reliable 
and valid. Additionally, each teacher's position with regard to the in-
dividual difference variable was established. It was then possible to 
determine the Pearson product-moment correlation coefficient and level 
of significance representing the degree of congruence between the indi-
vidual difference variable and decision types. Results of this analysis 
were further scrutinized using an analysis of variance procedure as de-
scribed above. These results provided additional information thereby 
establishing the basis for acceptance or rejection of the null hypothesis. 
CHAPTER IV 
RESULTS AND DISCUSSION 
Introduction 
This study sought to determine the degree of congruence between 
teacher beliefs and teacher practice. Teachers• preactive planning 
decisions were analyzed as a means of assessing beliefs-practice con-
gruency. The statistical tests run on the data have been grouped 
according to the hypothesis to which they relate. The data for each 
of the three hypotheses were subjected to one or more statistical anal-
yses. This chapter includes a presentation of the results related to 
each of the hypotheses·. A discussion of the results follows as a 
' . 
separate section. 
The EBSI/EPBI inventories wer~ subjected to factor analytic 
procedures. Each instrument's reliability and validity was established 
through the determination of the coefficient, alpha. The results per-
taining to the factor analysis are presented prior to the results re-
lated to each of the null hypotheses. 
A Pearson product-moment correlation coefficient and level of 
significance were established for each of the individual difference 
variables on the EBSI and EPBI inventories (i.e., behaviorism, exper-
imentalistism, and humanism). Similarly, correlation coefficients 
and levels of significance were established as a measure of the rela-
tionship between responses assessing similar positions on each of the 
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inventories. Additionally, the relationship of teacher beliefs to 
planning style and decision types was determined using bivariate cor-
relation analysis as well as an analysis of variance procedure. 
Results of Tests Run on the EBSI/EPBI Inventories 
Although the reliability and validity of the EBSI/EPBI inven-
tories haw been previously determined (Kessinger, 1979), this researcher 
sought to reestablish the instruments' reliability and validity for this 
situation. Initially, a factor analysis was run on the independent in-
dividual difference variables which the inventories claim to delineate. 
Both the EBSI and EPBI inventories consists of sixty-nine (69) 
questions. On each inventory, the questions are equally divided into 
three groups of twenty-three (23) questions with each group assessing 
the respondees position pertinent to one of the individual difference 
variables (i.e.-, behaviorism, experimental ism, humanism). In order to 
establish the fact that each set of twenty-three (23) questions 
was associated with only one factor, a matrix of factor loadings ex-
pressing the degre~ to which each of the questions in a particular 
set loaded on the factor fn question was prepared. Results indi-
cated that within each of the six sets of questions (three sets per 
inventory), there were a number of items that did not measure the 
factor in question. Consequently, it was necessary to delete sev-
eral items from each set of twenty-three (23) questions in order to 
be assured that the inventory items were measuring the same thing. 
The coefficients in Tables 4 through 9 represent the factor loadings 
for those items that were selected from each set of twenty-three (23) 
questions using a rotated factor matrix procedure. The results in-
eluded in these tables are discussed below. 
TABLE 4 
FACTOR LOADING COEFFICIENTS AND 
ITEM-TOTAL CORRELATION COEFFICIENTS 
FOR ITEMS SELECTED TO ASSESS BEHAVIORISM ON THE EBSI 
EBSI Factor 1 Item-Total 
Item Coefficients~~ Coefficients 
EB13 0.649 0.523 
EB17 0.282 0.252 
EB24 0.586 0.599 
EB34 0.484 0. 320 
EB41 0.638 0.659 
EB44 0. 346 0.222 
EB49 0.574 0.532 
EB51 0. 708 0.488 
EB52 0. 811 0.689 
EB65 0.682 0.560 
.,~ Coefficients derived from rotated factor matrix 
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TABLE 5 
FACTOR LOADING COEFFICIENTS AND 
ITEM-TOTAL CORRELATION COEFFICIENTS 
FOR ITEMS SELECTED TO ASSESS 
EXPERIMENTALISM ON THE EBSI 
EBSI Factor 1 Item-Total 
Item Coefficients~': Coefficients 
EB02 0.279 0.217 
EB06 0.836 0. 700 
EB12 0.634 - 0. 467 
EB18 0. 722 0.646 
EB22 0. 712 0.648 
EB35 0.550 0.385 
EB40 0.677 0.476 
EB46 0.651 0.638 
Coefficients derived from rotated factor matrix 
TABLE 6 
FACTOR LOADING COEFFICIENTS AND 
ITEM-TOTAL CORRELATION COEFFICIENTS 
FOR ITEMS SELECTED TO ASSESS HUMANISM ON THE EBSI 
EBSI Factor 1 Item-Total 
Item Coefficients* Coefficients 
EB03 0. 732 0.513 
EB15 0.616 0.468 
EB19 0.802 0. 752 
EB25 0. 765 0.690 
EB26 0.610 0. 470 
EB37 0.718 0.644 
EB48 0.619 0. 347 
EB69 0.453 0. 336 
-;" Coefficients derived from rotated factor matrix 
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TABLE 7 
FACTOR LOADING COEFFICIENTS AND 
ITEM-TOTAL CORRELATION COEFFICIENTS FOR ITEMS 
SELECTED TO ASSESS BEHAVIORISM ON THE EPBI 
EPBI Factor 1 Item-Total 
Item Coefficients'': Coefficients 
EP76 0. 727 0.629 
EP79 0.573 0.451 
EP85 0.597 0.632 
EB90 0.604 0 .631 
EP100 0.667 0.699 
EP107 0.647 0.660 
EP108 0. 761 0.674 
EP123 0.518 0.376 
EP126 0.584 0.563 
EP130 0. 731 0.679 
Coefficients derived from rotated factor matrix 
TABLE 8 
FACTOR LOADING COEFFICIENTS AND 
ITEM-TOTAL CORRELATION COEFFICIENTS FOR ITEMS 
SELECTED TO ASSESS EXPERIMENTALISM ON THE EPBI 
EPBI Factor 1 Item-Total 
Item Coefficients'" Coefficients 
EP89 0.517 0.481 
EP91 0.556 0.441 
EP97 0.580 0.451 
EP103 0.665 0.611 
EP104 0. 758 0.686 
EP105 0.814 0.694 
EP106 0. 831 0.840 
EP 111 0.532 0.439 
Coefficients derived from rotated factor matrix 
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TABLE 9 
FACTOR LOADING COEFFICIENTS AND 
ITEM-TOTAL CORRELATION COEFFICIENTS 
FOR ITEMS SELECTED TO ASSESS HUMANISM ON THE EPBI 
EPBI Factor 1 Item-Total 
Item Coefficients~': Coefficients 
EP73 0.584 0.518 
EP81 0.647 0.611 
EP82 0.633 0.575 
EP92 0. 790 0.697 
EP95 0.532 0.404 
EP98 0.599 0.428 
EP102 0.500 0.440 
EP113 0.491 0.227 
EP124 0. 784 0.691 
* Coefficients derived from rotated factor matrix 
ro4 
As indicated in Table 4, only ten of the original twenty-three 
(23) items were utilized for the assessment of a behavioristic position 
with regard to educational beliefs. The deleted items did not measure 
association with this position; and, therefore, were not included in 
further analyses. The factor loading coefficients displayed in this 
table vary in value from 0.282 to 0.811. All factor loading coeffi-
cients were derived using a rotated factor matrix procedure. The co-
efficients represent orthogonal contrasts for each variable with the 
factor in question. All items not loading on factor 1 or items with a 
factor load coefficient <: 0.250 were deleted. The 0.250 cutoff was 
selected in order to maintain a sufficient number of items in each set of 
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questions. In most cases, however, the factor loading coefficient for 
items selected was far above this value. 
Table 5 also pertains to the EBSI inventory. The items included 
in this table assess the experimentalistic position pertinent to educa-
tional beliefs. Results show that eight items were included ranging in 
value from 0.279 to 0.836. Again, only those items meeting the criteria 
discussed above were included. 
Results included in Table 6 pertain to the assessment of a human-
istic position with regard to educational beliefs. The factor loading 
coefficients range in value from 0.453 to 0.802 and include a total of 
eight items. The remaining items were deleted since they did not load 
on factor 1 or the factor coefficient was<0.250. 
Tables 7, 8, and 9 provide the results for the behavioristic, 
experimentalistic, and humanistic questions on the EPBI inventory. 
These questions pertain to beliefs concerning educational practice. The 
results included in Table 7 indicate that ten items were selected for 
the assessment of a behavioristic position concerning educational prac-
tice. The factor loading coefficients range in value from 0.518 to 
0. 761. In Table 8 items are included ranging in value from 0.517 to 
0.831. These items assess association with the experimental istic posi-
tion as regards educational practice. And finally, Table 9 includes 
nine items ranging in value from 0.491 through 0.790. These items pro-
vide information concerning one's humanistic position as related to 
educational practice. In each case only those items meeting the del in-
eated criteria were retained for assessment purposes. 
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With all inappropriate items deleted, a test of the instruments' 
reliability was run. For each of the six sets of questions a reliabil-
ity coefficient, alpha, was determined. Table 10 includes the results 
obtained from the reliability testing. 
Behaviorism 
TABLE 10 
RELIABILITY OF EBSI/EPBI INVENTORIES 
AFTER ITEM DELETIONS DUE TO 
FACTOR ANALYTIC PROCEDURES 
EBSI EPB I 
. 811 (N=lO) .873 (N=lO) 
Exper imenta 1 ism . 776 (N=8) . 841 (N=8) 
Humanism . 796 (N=8) . 809 (N=9) 
N = Number of items included for assessment 
These results compare favorably with Kessinger's (1979, p. 32) results 
shown in Table 1 (p. 77). The coefficients seen in Table 10 provide 
support for the reliability of the EBSI/EPBI instruments modified as 
a result of the factor analytic procedures previously explained. The 
alpha coefficients determined for the EPBI assessment device are slight-
ly higher than those determined for the EBSI inventory. On the beliefs 
test (EBSI), the coefficients range from an 0<. = .776 on the experi-
mental is tic portion of the test to eX.. = . 796 on the humanistic portion 
of the test through o<:.. = .811 on the behavioristic portion. The higher 
alpha values on the practical test (EPBI) provide a range from ooe... = 
.809 on the humanistic portion of the test to oZ. = .873 on the behav-
ioristic portion with ~ = .841 for the experimental istic test questions. 
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As a further check of test reliability, alpha coefficients were 
determined for both inventories prior to the deletion of any items. The 
results of this reliability run are included in Table 11. 
Behaviorism 
TABLE 11 
RELIABILITY OF EBSI/EPBI INVENTORIES 
PRIOR TO THE DELETION OF ITEMS 
EBSI EPBI 
. 703 .887 
Experi menta 1 ism . 789 .678 
Humanism .699 .802 
N = 23 
Although the values in Table 11 compare favorably with the 
alpha coefficients recorded in Table 10 and in Table 1 (p. 77), there 
is another reason for utilizing only those items included in the post 
factor-analytic reliability test. As discussed in Chapter I I I, the 
determination of alpha as an indication of reliability provides addi-
tj'onal information concerning an instrument 1 s validity. In the rel ia-
bility run where N = 23, there were numerous items with an item-total 
correlation coeffici'ent below the 0.210 cutoff. In other words, these 
items were not highly correlated with the total test; and therefore, 
the validity of these items was questionable. The items included in 
Table 10, however, have high item-total correlation coefficients. These 
results indicate that the factor analytic procedures resulted in the 
deletion of items with questionable validity leaving only those items 
associated with the test that have good reliability and validity 
estimates. 
Findings Pertaining to Null Hypothesis One 
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H0 : There is no significant difference at the .05 level of signi-
ficance between teachers' philosophical beliefs and the per-
ceived expression of these beliefs in practice. 
Beliefs test (EBSI). In Table 12 are shown the results when the 
individual difference variables on the philosophical beliefs test are 
correlated with one another. The results are discussed for each of the 
variable combinations: behaviorism with experimentalism, behaviorism 
with humanism, and experimental ism with humanism. 
Behaviorism with Experimentalism. Teacher response on inventory 
items assessing behaviorism are significantly correlated at the p = 0.01 
level to their responses concerning experimentalism. These results in-
dicate that teachers who associate with a behavioristic position simi-
larly associate with an experimental istic position. Therefore, teachers 
apparently do not discriminate between behavioristic and experimental-
istic philosophies of education. 
Behaviorism with Humanism. Teacher response on inventory items 
assessing behaviorism are significantly correlated at the p = 0.01 level 
to their responses concerning humanism. These results indicate that 
teachers who associate with a behavioristic position similarly associate 
with a humanistic position. Therefore, teachers apparently do not dis-
criminate between behavioristic and humanistic philosophies of education. 
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Experimental ism with Humanism. Teacher response on inventory 
items assessing experimentalism are significantly correlated at the 
p = 0.001 level to their responses concerning humanism. These results 
indicate that teachers who associate with an experimentalistic position 
similarly associate with a humanistic position. Therefore, teachers 
apparently do not discriminate between experimentalistic and humanistic 
philosophies of education. 
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TABLE 12 
PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENTS 
AND LEVELS OF SIGNIFICANCE FOR INTERCORRELATIONS 
OF EBSI INDIVIDUAL DIFFERENCE VARIABLES 
Educat i ona 1 Beliefs 
Behaviorism Expe r imenta 1 ism Humanism 
Behaviorism 
Expe r i menta 1 i sm 
Humanism 
1 .000 
0.426* 1 .000 
0. 402~~ 0. 733~H 
* Significant at the .01 level 
** Significant at the .001 level 
1 .000 
Practice test {EPBI). In Table 13 are shown the results when the 
individual difference variables on the practice test are correlated with 
one another. The results are discussed for each of the variable combina-
tions: behaviorism with experimental ism, behaviorism with humanism, and 
experimental ism with humanism. 
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Behaviorism with Experimentalism. Teachers• beliefs about behav-
ioristic teaching practice are not significantly related to their prac-
tical beliefs about experimentalism. The results presented in Table 13 
indicate that teachers who identify with behavioristic practical beliefs 
differ from those who identify with experimentalistic practical beliefs. 
Therefore, teachers apparently do discriminate between behavioristic and 
experimental istic practical beliefs. 
Behaviorism with Humanism. Teachers• beliefs about behavioristic 
teaching practice are not significantly related to their practical be-
liefs about humanism. The results presented in Table 13 indicate that 
teachers who identify with behavioristic practical beliefs differ from 
those who identify with humanistic practical beliefs. Therefore, 
teachers apparently do discriminate between behavioristic and humanistic 
practical beliefs. 
Experimental ism with Humanism. Teacher response on inventory 
items assessing experimentalism are significantly correlated at the 
p = 0.001 level to their responses concerning humanism. These results 
indicate that teachers who associate with an experimental istic position 
similarly associate with a humanistic position. Therefore, teachers 
apparently do not discriminate between experimentalistic and humanistic 
beliefs about practice. 
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TABLE 13 
PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENTS 
AND LEVELS OF SIGNIFICANCE FOR INTERCORRELATIONS 
OF EPBI INDIVIDUAL DIFFERENCE VARIABLES 
Practical Beliefs 
Behaviorism Experimental ism Humanism 
Behaviorism 1 .000 
Experimental ism 0.176 1 .000 
Humanism -0.049 0.540* 1 .000 
* Significant at the 0.001 level 
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Beliefs-Practice Congruence. In Table 14 (p. 115) are shown the 
results when the individual difference variables on the philosophical 
beliefs test are correlated with the individual difference variables on 
the practice test. The results are described for each of the variable 
combinations: behaviorist beliefs versus behaviorist practice; experi-
mentalist beliefs versus experimentalist practice; humanist beliefs 
versus humanist practice. 
Behaviorist Beliefs versus Behaviorist Practice. Teacher beliefs 
concerning an educational philosophy and beliefs about practice are sig-
nificantly correlated at the p = 0.001 level for the variable, behavior-
ism (Table 14, p. 115). These results would seem to indicate a signifi-
cant degree of congruence between a behavioristic philosophy of educa-
tion and behavioristic beliefs concerning practice. However, the 
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relationships presented in Table 14 (p. 115) similarly indicate a signi-
ficant level of correlation between a behavioristic philosophy of edu-
cation and experimentalistic beliefs about practice as well as a behav-
ioristic philosophy of education and humanistic beliefs about practice. 
These results represent the impact of teachers inability to discriminate 
among educational philosophies on the basis of the indiv-idual difference 
variables as represented in Table 12 (p. 109). Consequently, the signi-
ficant correlation of a behavioristic philosophy of education and behav-
ioristic practical beliefs does not represent an exclusive relationship. 
In other words, a teacher's philosophical position with regard to behav-
iorism does not imply a correspondingly unique behavioristic position 
with regard to educational practice. But rather, since teachers seem 
to haphazardly identify with philosophical beliefs about education, their 
philosophical position can not be interpreted as a predictor of a speci-
fic set of practical beliefs. Therefore, the results included in 
Table 14 (p. 115) can not be interpreted to mean that there is a uniquely 
significant degree of congruence between a behavioristic philosophy of 
education and behavioristic beliefs about practice. This is due to the 
fact that teachers do not discriminate a specific set of behavioristic 
philosophical beliefs from the other categories of philosophical be-
liefs (experi_mental istic, humanistic). 
Experimentalist Beliefs versus Experimentalist Practice. Teacher 
beliefs concerning an educational philosophy and beliefs about practice 
are significantly correlated at the p = 0.05 level for the variable, 
experimentalism. Additionally, as seen in Table 14 (p. 115), experimen-
tal istic philosophical beliefs are not significantly correlated with 
11 3 
behaviorist practice or humanist practice. On the other hand, experimen-
talistic beliefs concerning educational practice are significantly corre-
lated not only with an experimentalistic philosophy of education as de-
scribed earlier but also with a behavioristic philosophy of education 
(p = 0.03). On the basis of these results, congruence of philosophical 
beliefs and practical beliefs can not be confirmed as a uniquely signifi-
cant relationship. Furthermore, since teachers do not significantly dis-
criminate among educational philosophies on the basis of the individual 
difference variables as seen in Table 12 (p. 109}, the significant corre-
lation of an experi.mentalistic philosophy of education and experimental-
istic practical beliefs does not represent an exclusive relationship. In 
other words, a teacher•s philosophical position with regard to experi-
mental ism does not imply a correspondingly unique experimentalistic posi-
tion with regard to educational practice. But rather, since teachers 
seem to haphazardly identify with philosophical beliefs about education, 
their philosophical position can not be interpreted as a predictor of a 
specific set of practical beliefs. Therefore, the results included in 
Table 14 (p. 115} can not be interpreted to mean that there is a uniquely 
significant degree of congruence between an experimentalistic philosophy 
of education and experimental istic practice. This is due to the fact 
that teachers do not discriminate a specific set of experimental istic 
philosophical beliefs from the other categories of philosophical beliefs 
(behavioristic, humanistic}. 
Humanist Beliefs versus Humanist Practice. Teacher•s philosoph-
ical beliefs pertinent to humanism are not significantly correlated to 
their practical beliefs about humanism. The results presented in 
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Table 14 indicate that beliefs of teachers espousing a humanistic philo-
sophy of education do not significantly correlate with any of the be-
liefs about practice. The humanistic practical beliefs, on the other 
hand, correlate significantly at the p = 0.03 level with a behavioristic 
educational philosophy. Again, since. teachers do notal ign themselves 
with one particular set of philosophical beliefs, as seen in Table 12, 
this beliefs-practice congruency (behaviorism beliefs/humanism practice) 
as well as other beliefs-practice congruencies previously explained 
(behaviorism beliefs/behaviorism practice, experimentalism beliefs/ex-
perimentalism practice, and behaviorism beliefs/experimentalism prac-
tice) result from the inability of teachers to discriminate their be-
liefs on a philosophical basis. 
Since the analysis of the philosophical beliefs test (EBSI) 
showed that teachers did not align themselves with one particular set 
of philosophical beliefs, the results of the beliefs-practice congruency 
analysis (Table 14) support hypothesis one. Therefore, hypothesis one, 
which stated that there was no significant difference between teachers• 
philosophical beliefs and the perceived expression of these beliefs in 
practice, was not rejected. Because the results of the practice test 
(EPBI) indicated that teachers do significantly differentiate 'Jehavior-
istic and experimental istic beliefs concerning practice as well as be-
havioristic and humanistic beliefs concerning practice, the individual 
difference variables measured on this test served as the independent 
variables for all subsequent analyses. 
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TABLE 14 
PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENTS 
AND LEVELS OF SIGNIFICANCE FOR 
CONGRUENCE OF EDUCATIONAL BELIEFS-PRACTICAL BELIEFS 
Educational Beliefs 
T15 
Behaviorism Expe rimenta 1 ism Humanism 
Behaviorism 0.66 3**~1: 0.025 
Experimental ism 0. 349~':* 0. 304~~: 
Humanism 0.350** 0. 153 
* Significant at the .05 level 
** Significant at the < .05 level 
*** Significant at the .001 level 
0.214 
0.088 
0.022 
Findings Pertaining to Null Hypothesis Two 
H0 : There is no significant difference at the .05 level of signi-
ficance between individual difference variables and style of 
teacher planning. 
Since behaviorists differ from experimentalists and humanists 
with regard to practical beliefs about education (Table 13, p. 111), 
this, analysis sought to further differentiate these groups on the basis 
of planning style. Planning style is a function of the number and kinds 
of decisions made. The statistical procedures were designed to dis-
criminate differences in planning styles among the three groups of 
teachers (i.e., behaviorists, experimentalists, humanists). 
In this study, teachers• preactive planning decisions were cate-
gorized into six decision categories. These categories were: content/ 
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subject matter, objectives, materials, learner, activities/instructional 
process, and evaluation. The results presented in Table 15 show that 
the twenty-nine (29) participants made a total of 506 decisions. The 
most frequently made decisions (53%) concern activities/instructional 
process. Decisions in this area far outnumber decisions in any of the 
other categories. Grouped somewhat closely together are the percent of 
decisions made pertinent to content, materials, and objectives (10%, 
13%, 14%, respectively). The results further indicate that even fewer 
decisions were made concerning the learner (5%) and evaluation (2%). 
TABLE 15 
DISTRIBUTION OF TEACHERS' PREACTIVE 
PLANNING DECISIONS WITHIN THE 
SIX DECISION CATEGORIES 
Decision 
Categories 
Content/Subject Matter 
Objectives 
Mate.ri a 1 s 
Learner 
Activities/Instruc-
tional Proces-s 
Evaluation 
Number of 
Decisions 
Per Category 
N = 506 
51 
73 
68 
26 
278 
10 
Percent of 
Decisions 
Per Category 
10% 
14% 
13% 
5% 
53% 
2% 
On the basis of their EPBI scores, teachers were classified 
according to their practical beliefs and characterized as belonging to 
one of the three groups previously mentioned. Subsequently, Pearson 
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product-moment correlation coefficients and levels of significance 
were established as a measure of the relationship between the indepen-
dent variable, practical beliefs classification, and the six decision 
categories (dependent variables). The results of the analysis are pre-
sented in Table 16. These results would seem to indicate that regard-
less of a teacher•s classification on the basis of practical beliefs, 
teachers in one group do not make preactive planning decisions that are 
significantly different from the decisions made by teachers in other 
groups. Consequently, even though behaviorists may differ from exper-
imentalists and humanists with regard to practical beliefs concerning 
education (Table 13, p. 111), the behaviorists do not appear to make 
preactive planning decisions that are significantly different from the 
decisions made by experimentalists and humanists. 
TABLE 16 
PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENTS 
REPRESENTING THE RELATIONSHIP BETWEEN 
PRACTICAL BELIEFS AND DECISION CATEGORIES 
Practical Beliefs 
VI 
Q) 
·-,_ Content a. 108 0 
C'l 
Q) Objectives -0.244 ......, 
ra 
u 
·Materia 1 s 0.148 
c: 
0. 128 0 Learner 
·-VI 
·- Activities -0.256 u 
Q) 
0.283 0 Evaluation 
On the other hand, the results presented in Table 13 indicate 
that experimental istic and humanistic beliefs about practice are 
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significantly correlated at the .001 level (r = .54). The coefficients 
reported in Table 16 (p. 117) would seem to similarly imply that experi-
mentalists and humanists made analogous preactive planning decisions 
since no significant relationships indicating distinctions are evident. 
In order to look further for differences in planning style among 
the three groups, a one-way analysis of variance procedure was per-
formed. In this procedure the individual difference variable (beliefs 
classification) served as the independent variable while the percent of 
decisions per category was the dependent variable. Using the SPSS one-
way analysis of variance program, the independent variable was subdivided 
into three levels (behaviorism, experimental ism, humanism). Then, the 
independent variable was analyzed for its effect on the dependent var-
iable~ The results included in Table 17 indicate that the independent 
variable showed no significant effect by the analysis of variance pro-
cedure. In other words, no one group of teachers was significantly 
differentiated on the basis of the numbers and types of preactive plan-
ning decisions made with regard to the six decision categories. The 
ANOVA results included in Table 17 confirm the findings presented in 
Table 16. Apparently, teachers who associate with a specific set of 
beliefs concerning practice do not exhibit a planning style that is 
significantly different from teachers who affirm a different set of 
beliefs concerning practice. 
From these results it appears that teachers do not have planning 
styles that vary concomitantly with their beliefs concerning practice. 
The results in Table 16 and 17 support hypothesis two. Therefore, 
TABLE 17 
ONE-WAY ANALYSIS OF VARIANCE OF INDEPENDENT 
INDIVIDUAL DIFFERENCE VARIABLES (PRACTICAL BELIEFS) 
AND DEPENDENT VARIABLES (DECISION CATEGORIES) 
119 
Source of Degrees of Sum of Mean F Significance Va ri at ion Freedom Squares Squares 
Content 
Between Groups 2 0.0035 0.0018 0. 179 0.8373 
With in Groups 26 0.2564 0.0099 
Total 28 0.2599 
Objectives 
Between Groups 2 0.0193 0.0096 1 .427 0.2583 
With in Groups 26 0. 175 7 0.0068 
Total 28 0. 1950 
Materials 
Between Groups 2 0.0096 0.0048 0.373 0.6922 
Within Groups 26 0. 3361 0.0129 
Total 28 0. 3458 
Learner 
Between Groups 2 0.0058 0.0029 0.737 0.4882 
W i th i n Groups 26 0. 1030 0.0040 
Total 28 0. 1089 
Activities 
Between Groups 2 0.0401 0.0201 1 .487 0.2446 
Within Groups 26 0. 3507 0.0135 
Total 28 0. 3908 
Evaluation 
Between Groups 2 0.0071 0.0036 1 .572 0.2268 
With in Groups 26 0.0588 0.0023 
Total 28 0.0659 
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hypothesis two which stated, there is no significant difference between 
individual difference variables and style of teacher planning, was not 
rejected. 
Findings Pertaining to Null Hypothesis Three 
H0 : There is no significant difference at the .05 level of signi-
ficance between teachers' individual difference variables and 
the kinds of decisions (behavioristic decisions, experimental-
istic decisions, humanistic decisions) that teachers make as 
preactive planning occurs. 
Since behaviorists and experimentalists as well as behaviorists 
and humanists have been shown to differ with regard to beliefs concern-
ing practice (Table 13, p. 111), this analysis sought to further dif-
ferentiate these groups on the basis of the decisions that they actu-
ally made. Decision types are categorized as being behavioristic, ex-
perimental istic or humanistic. 
Using the materials described in Appendices C and D, raters 
classified each of the teacher decisions according to type. The re-
liability and validity of their procedures has been discussed previ-
ously in Chapter I I I. The figures reported in Table 18 show there-
sults obtained from the classification of decisions according to type. 
A total of 506 decisions were classified. 
TABLE 18 
DISTRIBUTION OF TEACHERS 1 PREACTIVE 
PLANNING DECISIONS ACCORDING TO TYPE 
Decision Number of Percent of 
Type Decisions Decisions 
Behavioristic 
Decisions 51 10% 
Experlmentalistic 
Decisions 445 88% 
Humanistic 
Decisions 10 2% 
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As reported in Table 18, the largest number of teacher decisions were 
classified as experimentalistic (445 or 88%). The second most fre-
quently made decision type was behavioristic (51 or 10%) and humanistic 
decisions were least frequently made (10 or 2%). 
The results included in Table 19 indicate that behaviorists, ex-
perimental ists, and humanists do not differ significantly on the basis 
of the types of decisions made. It would appear that regardless of 
one•s classification with regard to the individual difference variables, 
teachers make decisions that do not significantly relate to their prac-
t i ca 1 be 1 i e fs. 
Vl 
Q) 
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TABLE 19 
PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENTS 
REPRESENTING THE RELATIONSHIP 
BETWEEN PRACTICAL BELIEFS AND DECISION TYPES 
Practical 
Beliefs 
Behavioristic Decisions 0.239 
Experimentalistic Decisions -0.270 
Humanistic Decisions 0.099 
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Correspondingly, the results included in Table 13 (p. 111) in-
dicate that the practical beliefs of experimentalists are significantly 
correlated with the practical beliefs of the humanists. This finding 
is confirmed by the Pearson product-moment correlation coefficients 
found in Table 19. There are no decision types that significantly dif-
ferentiate one group from another. A close look at Table 13 reveals 
that the practical beliefs of experimentalists and humanists are signi-
ficantly correlated Cr = 0.54, p = 0.001). Therefore, the inability of 
teachers to align themselves with either practical beliefs concerning 
experimentalism or practical beliefs concerning humanism manifests it-
self in the correlations seen in Table 19. 
In order to look further for differences in decision types among 
the three groups, a one-way analysis of variance procedure was per-
formed. In this procedure, the individual difference variable (practi-
cal beliefs classification) served as the independent variable while 
the three decision types were the dependent variables. Using the SPSS 
one-way analysis of variance program, the independent variable was 
123 
subdivided into three levels (behaviorism, experimental ism, humanism). 
Then, the independent variable was analyzed for its effect on the de-
pendent variables. The results included in Table 20 indicate that the 
independent variable showed no significant effect by the analysis of 
variance procedure. In other words, no one group of teachers was signi-
ficantly differentiated on the basis of their decision types. The ANOVA 
results included in Table 20 confirm the findings presented in Table 19. 
Apparently, teachers who associate with a specific set of beliefs con-
cerning educational practice do not employ types of decisions that are 
significantly different from teachers who affirm a different set of 
beliefs concerning practice. 
From these results it appears that teachers do not make pre-
active planning decisions that vary concomitantly with their beliefs 
concerning practice. The results in Tables 19 and 20 support hypothesis 
three. Therefore, hypothesis three which stated, there is no signifi-
cant difference between teachers' individual difference variables and 
the kinds of decisions that teachers make during preactive planning 
sftuations, was not rejected. 
TABLE 20 
ONE-WAY ANALYSIS OF VARIANCE OF INDEPENDENT 
INDIVIDUAL DIFFERENCE VARIABLES (PRACTICAL BELIEFS) 
AND DEPENDENT VARIABLES (DECISION TYPES) 
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Source of Degrees of Sum of Mean F Significance Variation Freedom Squares Squares 
Behaviorist 
Decisions 
Between Groups 2 0.0194 0.0097 0. 894 0.4213 
With in Groups 26 0.2822 0.0108 
Total 28 0. 3016 
Ex2erimental ist 
Decisions 
Between Groups 2 0.0296 0.0148 1 .282 0.2945 
Within Groups 26 0. 3001 0.0115 
Total 28 0. 3297 
Humanist 
Decisions 
Between Groups 2 0.0014 0.0007 0. 321 0.7281 
W i thin Groups 26 0.0552 0.0021 
Total 28 0.0566 
Additional Results 
In addition to the previously described results pertinent to 
the three null hypotheses, findings unrelated to these hypotheses are 
reported for descriptive purposes and for their relevance to previous 
studies of a similar nature. Table 21 presents the distribution of 
the first and second decisions made by the teachers as they initiated 
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their planning process. These results indicate that the first preactive 
planning decision made by teachers usually pertains to content (66%) and 
the next, most frequently made, first decision concerns activities/in-
structional processes (27%). None of the teachers made a decision con-
cerning objectives as their first decision, nor did any teacher make an 
evaluation decision as the first decision. Only one teacher made a 
first decision concerning materials and, likewise, only one teacher made 
a first decision concerning a learner. These results seem to indicate 
that although decisions pertinent to activities/instructional processes 
are most frequently made (Table 15, p. 116), a teacher's first decision 
usually pertains to content with activity decisions a distant second. 
Additionally, Table 21 results seem to indicate that teachers do not 
make ftrst decisions about objectives or evaluation. Similarly, first 
decisions about ~aterials and the learner occur very infrequently. 
Table 21 also shows that a teacher's second decision usually 
pertains- to activities (_41%1 with materials (20%) representing the sec-
ond, most frequently made, second decision. Decisions in the area of 
content/subject matter 06.5%) dropped sharply when compared with their 
frequency as a first decision. As with the first decision made, none 
of the teachers made a second decision pertinent to evaluation. How-
ever, decisions concerning objectives (16.5%) were made as the second 
decision while only two teachers made second decisions concerning the 
learner (_6%}. 
TABLE 21 
DISTRIBUTION OF TEACHERS 1 FIRST AND 
SECOND PREACTIVE PLANNING DECISIONS 
Decision Percent of Decisions 
Categories 1st Decision 2nd Decision 
Content/Subject Matter 66% 16.5% 
Objectives -0- 16.5% 
Materia 1 s 3.5% 20% 
Learner 3.5% 6% 
Activities/ 
Instructional Process 27% 41% 
Evaluation -0- -0-
Discuss ion 
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The results presented in this chapter indicate that teachers do 
not discriminate their philosophical beliefs concerning education on 
the basis of the three philosophies described in this study: behavior-
ism, experimental ism, and humanism. On the basis of beliefs concerning 
practice, however, teachers do make distinctions that permit them to 
be perceptually classified as either a practicing behaviorist, a prac-
tieing experimentalist or a practicing humanist. The degree to which 
teachers establish a beliefs-practice congruency profile was not re-
ported since it was not possible to describe teachers in terms of their 
ph i 1 osoph i ca 1 be 1 i e fs . 
The inability of teachers to delineate their own educational 
philosophy supports the findings of Kessinger (1979). The results 
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reported in Table 12 (p. 109) show that teacher beliefs concerning the 
three philosophies of education described in this study are highly corre-
lated. Consequently, it appears that teachers do not discriminate among 
philosophies of education. Kessinger (1979) found that teachers were 
uncommitted in their choice of philosophies and did not exhibit a pre-
vailing philosophy. 
On the basis of the practice test (EPBI), teachers were able to 
delineate their beliefs concerning practice. The findings presented in 
Table 13 (p. 111) indicate that the behaviorists advocate beliefs that 
differ from the beliefs of both the experimentalists and the humanists. 
In this study seven percent (2 teachers) were classified as behaviorists, 
fifty-nine percent (17 teachers) were classified as experimentalists, 
and thirty-four percent (10 teachers) were classified as humanists. The 
beliefs concerning practice of the behaviorists (7%) differ from the 
experimentalists (59%) and from the humanists (34%). 
The dist!nction between the experimentalists and the humanists, 
however, is not as apparent. The results reported in Table 13 imply 
the beliefs concerning practice within these two groups are correlated 
at a statistically significant level. Although the teachers indicate 
an affiliation with either experimental ism (59%) or humanism (34%), 
there appears to be a great deal of overlapping between the practical 
beliefs of experimentalists and humanists. Even though the experimen-
talists differ from behaviorists, they do not exhibit the same degree 
of distinction when compared to the humanists. Likewise, the humanists 
differ from the behaviorists, but do not exhibit the same degree of 
distinction when compared to the experimentalists. Since ninety-three 
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percent of the participants (27 teachers) in this study fell into either 
the experimental istic or humanistic category and espouse a highly con-
gruent set of practical beliefs (see Table 13, p. 111), it appears that 
these twenty-seven (27) teachers align themselves with beliefs concern-
ing both of the positions. Consequently, those teachers classified as 
experimentalists (59%) share a significant number of beliefs with the 
teachers classified as humanists (34%) and vice versa. 
Conversely, however, these two groups of teachers also have 
their differences. Since the Pearson product-moment correlation coef-
ficient representing a measure of the relationship between the two 
groups is r = .54, the degree to which these two groups covary (r2) 
is equal to .29. Obviously, then, there are many differences between 
these two groups. It is on the basis of these differences as well as 
the differences already established for the behaviorists with refer-
ence to the experimentalists and humanists that all subsequent analyses 
were made. 
The results reported in this study indicate that regardless of 
a teacher's classification on the practical beliefs continuum, teachers 
make similar kinds of preactive planning deci'sions. More specifi-
cally, teachers classified as behaviorists do not differ significantly 
from experimentalists or humanists with regard to the kinds and types 
of preactive planning decisions made. Likewise, the planning decisions 
of experimentalists and humanists are not significantly different. 
Although this study had anticipated teacher decisions to vary 
concomitantly with teacher beliefs, this relationship was not verified. 
In fact, these results support the findings of Barko et al. (1979) 
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indicating that teachers' educational beliefs did not predict teacher 
decisions. Although these same researchers claim to believe that the 
individual difference variable, educational beliefs, does impact on 
teachers decisions (Borko et al., 1979, p. 154), the results from this 
study do not confirm the statistical significance of this relationship. 
Initially, these results may seem surprising. However, when 
examined within the framework of decision theory, the results appear 
to be consistent with the theoretical dimensions associated with 
decis-ion-making. Therefore, the following discussion examines these 
results within the framework of decision theory and in conjunction 
with findings concerning the teacher planning function. 
Classical decision theory maintains that decisions are formu-
lated after consideration of all possible alternatives. In other words, 
teachers decide to select a particular course of action from all possi-
ble courses of action only after all alternatives have been investi-
gated. Classical decision theory supposes that the decision maker 
(teacher) calculates a value for all possible alternatives and 
selects the alternative_having the highest value. The question, then, 
arises: How does the teacher arrive at a value for all possible alter-
natives? The answer has been provided by Edwards (1954) suggesting 
that decision makers utilize the "subjectively expected utility maxi-
mization model," commonly referred to as the SEU model of decision 
making. Following the rules associated with this model, teachers are 
able to determine the best possible course of action from among the 
a 1 ternat i ves. 
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From the results obtained in this study, it appears that the 
factors (utility and subjective probability) associated with the SEU 
model impact more significantly on the phenomenon of teacher decision-
making than do the teachers' educational beliefs. This does not mean 
that for each of the 506 decisions analyzed in this study, teachers 
consciously applied the rules associated with the SEU model, but 
rather their decisions do exhibit congruence with the theoretical di-
mensions of the SEU mode 1. In order to account for the finding that 
educational beliefs do not impact significantly on teachers' preac-
tive planning decisions, the teachers' deci"sions will be interpreted 
within the confines of the SEU model. 
Two important factors influence a teacher's decision to select 
one course of action over all others. These two factors are utility 
and subjective probability. The interaction of these two factors, 
utility and subjective probability, seem to explain the apparent lack 
of influence of teachers' beliefs on the preactive planning and deci-
sion-making processes. The concept of utility (subjective value) is 
related to decision theory as one of the two permutations associated 
with the notion of value. Value refers to the desirability of an out-
come. Subjective value, commonly known as utility, refers to the de-
sirability of an outcome while considering the decision maker's per-
spective. Utility (subjective value) differs from objective value in 
that objective value looks at the desirability of an outcome apart 
from any individual's perception concerning the desirability of that 
outcome. Uti! ity, on the other hand, indicates the value placed on 
each alternative contained within the set of all possible alternatives. 
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In this case, teachers, faced with the task of selecting one from among 
several alternatives, select the alternative perceived to provide the 
most utility. In other words, it would seem that teachers make deci-
sions from their perspective (influenced by previous experiences) which 
lead to the most_ desirable outcome. 
The utility assigned to each of the possible choices is only 
one of the dimensions impacting the decision-making process. The 
SEU model considers both utility and subjective probability. Sug-
jective probability takes into account the decision maker's 
perceptions concerning the likelihood of the occurrence of a desired 
outcome. Now, if the decision maker (teacher) knows in advance which 
value will occur, a riskless decision can be made. A riskless deci-
sion implies certainty of outcome. If, on the other hand, the decision 
maker can not be certain about the outcome, a subjective estimate of 
the likelihood of occurrence must be made. This subjective estimate 
of probability is influenced by what decision theorists have termed 
"states of nature." Since teachers do not know in advance or with 
certainty that specific outcomes will occur, teachers do not make 
"riskless" preactive planning decisions. Consequently, the concept 
of "states of nature" has relevence. States of nature describe dif-
ferent possible conditions that can influence the course of action. 
These states of nature are not directly under teacher control but merit 
consideration due to their impact on the selection of the best course 
of action. For example, teachers have no control over the learning 
styles of their students. Some students may be visual learners, some 
auditory learners, and others kinesthetic learners. These learning 
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styles represent ••states of nature•• which are not directly under 
teacher control but certainly merit consideration when assessing the 
likelihood that a desired outcome will occur. If teacher planning de-
cisions were riskless decisions, then teachers would need to be fully 
cognizant of all possible implication associated with the numerous 
states of nature influencing the planning decision. Then, teachers 
could be certain of the outcome prior to the decision-making process 
and be assured of maximum utility. Since, however, this is not the 
case, the relationship of utility and subjective probability to 
teachers• preactive planning decisions must be examined more closely. 
The SEU model of decision making deals with both 11 risky 11 and 
11 uncertain 11 decisions. Teachers• preactive planning decisions, in 
some cases, exemplify risky decisions and, in some cases, exemplify 
uncertain decisions. In order for the teacher to make decisions lead-
ing to the most desirable outcome, a SEU (subjectively expected util-
ity) is calculated for each of the possible alternatives. The SEU 
is a mathematical expression representing the interaction of the util-
ity and subjective probability for each of the alternatives. The SEU 
represents the desirability of the alternative. The SEU is determined 
by multiplying the utility estimate (example: value assigned on a 
scale from 1-10) by the subjective probability (values range from 0 to 
1). The resultant number is an index of the desirability of that par-
ticular outcome. Since the best possible alternative has the highest 
SEU, the relationship of utility and subjective probability is evident. 
This discussion is not meant to imply that teachers calculate SEU 1 s for 
each possible outcome but, to firmly establish the concepts of 
133 
utility and subjective probability. From the results obtained in this 
study, it seems apparent that these two factors, utility and subjective 
probability, play an important role in the teacher decision-making 
process associated with preactive planning. 
Since in real life situations the distinction between risky and 
uncertain decisions proves to be purely academic (Horan, 1979), these 
decisions will be grouped together. Teachers'preactive planning deci-
sions fall into this "risky-uncertain" category. Risky decisions char-
acterize those decisions in which the value realized by the selection 
of an alternative is not known for certain. In other words, the proba-
bility that this decision will lead to a definite outcome is not known 
with certainty. In formulating preactive planning decisions teachers, 
in most cases, do not know unequivocally that their decisions will lead 
to an outcome that is certain. In order to more fully differentiate 
riskless and risky decisions, the following examples are presented. If 
it is raining at recess and the teacher decides to let the children 
play outdoors, the teacher can be certain that the children will get 
wet. This is a "riskless" decision since the outcome is known forcer-
tain, the children will get wet. Therefore, the probability estimate 
for the occurrence of the outcome is maximal. On the other hand, in 
the case of a risky decision, the teacher may decide that before the 
students actually begin to write about a previous day field trip to 
the zoo, a discussion focusing on the characteristics of the students' 
favorite animals will lead to the most desirable outcome. The teacher 
has selected this alternative from all possible courses of action. 
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This, however, is a risky decision since the teacher can not know for 
certain that the most desirable outcome will occur. 
Since teachers• preactive planning decisions fall into this 
risky category and lead to outcomes that are not known with certainty, 
decisions should be made in order to maximize the expected utility. The 
expected utility is the value placed on the alternatives by teachers 
based upon their perceptions concerning the desirability of the various 
outcomes. Going back to the previous examples, in the case of riskless 
decisions, the teacher may decide that allowing the children to play in 
the rain at recess will lead to discomfort among the students upon 
their return to the classroom. They will be fidgety and uncomfortable 
making them unable to concentrate. Consequently, the utility (subjec-
tive value) for this decision is quite low. Since the decision maker's 
rule is to maximize expected utility (product of utility X subjective 
probability) the teacher may select another alternative for students 
during recess. If, on the other hand, it is raining at recess and 
the school building is on fire during recess, the teacher may decide 
that the utility associated with the decision to allow the children to 
go outdoors is quite high. Consequently, since the decision maker's 
rule is to maximize expected utility, the alternative leading to the 
most desirable outcome is selected. In either case, these decisions 
are riskless since the teacher is certain that the children will get 
wet if they go out. Therefore, in these examples, it is the utility 
that impacts most significantly on the selection among alternatives. 
As mentioned previously, teachers• preactive planning decisions 
are predominantly risky decisions. Their decisions are made in order 
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to maximize the expected utility. Since the outcomes from the various 
alternative courses of action are not know for certain, the question 
arises: How do teachers maximize the expected uti 1 ity? 
According to Eastman (1972) two strategies (suboptimization and 
bounded rationality) are available to decision makers in order to maxi-
mize expected utility. From the results obtained in this study, it 
appears that teachers utilize these strategies in making their deci-
sions rather than considering their philosophical and practical beliefs 
concerning education. Horan (1979) talks about the use of optimizing 
strategies in the decis-ion-making process. These strategies are impor-
tant in cases where outcomes are dependent upon one another and the 
optimization of one outcome results in a correspondingly lower degree 
of attainment for other outcomes. For example, a teacher may decide 
to initiate a creative writing lesson with a discussion concerning a 
previous day field trip to the zoo realizing that a few students may 
gain more from a pantomine activity. However, since most students 
realize success via the discussion approach, the decision to begin the 
lesson with a pantomine activity is suboptimized in terms of the dis-
cussion approach. 
Realistically speaking, however, teachers do not suboptimize 
all possible alternatives. In cases where optimizing strategies would 
require the processing of large amounts of information that could 
easily overload the individual's psychological capacity, Simon's (1960) 
concept of ''bounded rationality" has relevance. Since Miller (1956) 
has shown that human capacity for processing information is 7 :t 2 
categories, it is oftentimes impossible to identify and evaluate all 
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possible outcomes. Consequently, the decision makers selectively 
ignores some possibilities in the decision-making process. Conse-
quently, an option is selected from within a limited set. The option 
selected is perceived to lead to the most desirable outcome. 
In this study it appears that teachers utilize various instruc-
tional activities (Table 15, p. 116) that yield satisfaction (subjective 
probability estimate) and that their decisions are based upon their pre-
vious successes with these activities. The work of Yinger (1977) would 
seem to support the notion that teachers examine a 1 imited set of alter-
natives (bounded rationallty) during the planning process. He found 
that teacher planning revolves around the use of instructional activities 
as we 11 as a 1 tmi ted set of estab 1 i shed teacher routines. These routines 
serve to increase the predictability (subjective probability estimate) 
of classroom activities thereby reducing the complexity (optimizing 
strategies) of the situati·on. Furthermore, Clark and Yinger (1979 b) 
indicate that teachers limit their search for ideas to resources imme-
diately available. In the present study, teachers were specifically 
asked to prepare a creative writing lesson in order to prevent the use 
of teacher manuals and workbooks. In this way teachers would have to 
make their own planning decisions rather than rely upon the directives 
or suggestions within a guidebook. The results, however, confirm the 
findings of Clark and Yinger 0979 b) indicating a 1 imited search for 
alternatives. In this case the resources immediately available were 
the limited set of established teacher routines. Teachers do not seem 
to consider all possible alternatives, alternatives that may be con-
gruent w·ith their educational beliefs, but instead select from a 1 imited 
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set of alternatives that have previously been successful (subjective 
probability estimate). It appears, then, that teachers' risky deci-
sions are made based upon a SEU for each of the alternatives within the 
limited set. The expected utility for each alternative outcome is con-
sistent with teachers' previous experiences rather than with their edu-
cational beliefs. 
As mentioned earlier, the distinction between risky and uncer-
tain decisions is primarily academic. The distinction, however, will 
be elaborated since the theoretical implications provide a more thor-
ough basis for understanding the results obtained in this study. The 
distinction between risky and uncertain decisions is based upon the 
accuracy of the subjective probability estimate. From a theoretical 
point of view, risky decisions imply that the decision maker is aware 
of the subjective probability associated with each of the alternative 
outcomes. In uncertain decisions, the subjective probability for each 
outcome is not known. For example, if a teacher has not previously 
utilized a particular strategy, the subjective probability associated 
with the desirability of the outcome is not known. In the present study, 
the fact that teachers did not make decisions on the basis of their 
educational beliefs, implies that their limited set of alternatives 
(bounded rationality) does not include alternatives consistent with 
their beliefs. Therefore, if teachers were to make decisions congruent 
with their beliefs, they would be selecting alternatives that exist out-
side of their limited set of routines. As a result, they would have no 
point of reference for estimating the subjective probability associated 
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with the outcome. This would lead to the formulation of an uncertain 
decision. 
The distinction between risky and uncertain decisions, however, 
is primarily theoretical since in real life situations, teachers are 
not one-hundred percent sure of the subjective probability associated 
with each alternative. Teachers' preactive planning decisions do not 
infer certainty of outcome nor do they infer certainty about the proba-
bilities of receiving utility from all alternatives available. There-
fore, it appears that when making preactive planning decisions, teachers 
uti 1 ize the SEU model. After culling pertinent experiences (suboptimi-
zation and bounded rationality) and affixing probability estimates 
according to their best "guesstimate" (whether risky or uncertain), 
teachers make decisions that maximize the expected utility. 
In addition to the results obtained relevant to the three null 
hypotheses, additional findings- were reported for descriptive purposes 
and for their relevance to previous studies of a similar nature. The 
results included in Table 21 (p. 126) confirm the findings of Taylor 
0970) indicating that planning begins with a consideration of the con-
tent to be taught. Although content decisions, on the whole, were not 
the most frequent decisions made (Table 15, p. 116), they were the most 
frequently made first declsions (_66%). It would appear that in the 
initial stages of lesson preparation, teachers are primarily concerned 
with making decisions about the subject matter of the lesson. 
Similarly, Zahorik (1975) found that teachers make content deci-
sions first. Additionally, however, he found that teachers most fre-
quently make decisions concerning activities/instructional processes. 
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Likewise, Clark and Yinger (1979 b) reported that teachers consistently 
plan around the use of activities. The results reported in Table 15 
(p. 116) confirm this finding. The most prevalent decisions categorized 
in this study pertained to activities/instructional processes (53%). The 
tmportance of decisions concerning instructional processes has also been 
reported by Yinger (1977). He maintains that teacher planning revolves 
around the use of instructional activities and the use of teacher rou-
tines. The impact of teacher routines on teacher planning has been 
previously discussed within the context of decision theory. The re-
sults reported in Table 15 appear to confirm Yinger•s (1977) assertions 
concerning the importance of decisions relevant to activities/instruc-
tional processes. 
The work of Mintz (1979) and Clark and Yinger (1979 b) estab-
lish that learning objectives are seldom the starting point for plan-
ning. The results reported inTable 21 (p. 126) confirm this finding. None 
of the teachers in this study made a first decision concerning learning 
objectives. Additionally, 11intz (1979) found that teachers made no 
decisions concerning evaluation. The results reported in Tables 15 and 
21 would support the claim that teachers make very few planning decision 
concerning evaluation. Table 21 indicates that no first decision or 
second decision was concerned with evalua~ion. Additionally, only two 
percent of all decisions categorized in this study pertained to evalu-
ation. From these results it would appear that during the preactive 
phase of teacher planning, decisions in the area of evaluation are in-
frequently made. 
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Mintz (1979) also reported that teacher planning decisions are 
primarily concerned with activities, content, and materials. The rela-
tive frequency of these dicisions as reported in Table 15 confirms 
these findings (53%, 10%, and 13%, respectively). 
In conclusion, then, it would appear that teachers begin their 
planning with a consideration of the subject matter to be covered. 
Following this decision, teachers select activities and instructional 
processes that will permit them to cover the content in a fashion that, 
according to their perceptions, will lead to the most desirable outcome. 
Teachers also make decisions about the kinds of materials that will be 
us-ed throughout the lesson. Decisions about materials are made early 
in the preactive planning process as indicated by their relatively high 
frequency (20%) as reported in Table 21 (p. 126). Decisions concerning 
objectives are not a priority in the teacher preparation routine. Al-
though the figures reported in Table 15 (p. 116) indicate that fourteen 
percent of all decisions concerned objectives, none of the teachers made 
a first decision in the category. Additionally, evaluation did not 
prove to be an area of significant concern for teachers during their 
preactive planning process. From the results reported in this study, 
as well as similar findings in previous studies, it appears that the 
preactive planning processes for experienced teachers differ substan-
tially from the format prescribed in the literature concerning planning. 
CHAPTER V 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
Summary of the Study 
This study sought to gather information pertinent to the con-
cept of teacher planning. Teachers' preactive planning decisions were 
analyzed in order to provide information concerning the relationship 
between teacher beliefs and teacher practice. Additionally, the in-
fluence of teachers' beliefs on the determination of planning style as 
well as types of decisions made was investigated. 
The subjects were twenty-nine (29) experienced elementary school 
teachers working in the Chicago Metropolitan area. Teachers were re-
cruited from two Graduate Schools of Education (Lewis University, 
Romeoville, Illinois and Concordia College, River Forest, Illinois) as 
well as several suburban school districts. Although the initial sample 
included thirty-three (33) participants, four (4) cases were deleted 
due to experimental mortality. 
All twenty-nine (29) participants prepared an audio-taped re-
cording of their preactive plans for a creative writing lesson based 
upon a previous day field trip to the zoo. Furthermore, all partici-
pants were administered the Educational Beliefs System Inventory and 
the Educational Practice Beliefs Inventory developed by Dobson, Dobson, 
Grahlman and Kessinger (see Appendix A). 
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The EBSI/EPBI inventories established each teacher•s individual 
position within a philosophical framework. Teachers were classified 
on the basis of their philosophical beliefs concerning education and 
their beliefs concerning practice. Each teacher•s individual classi-
fication on this basis represented alignment with one of the individual 
difference variables (i.e., behaviorism, experimental ism, humanism). 
Audio-taped recordings of the teachers• creative writing lesson plans 
were analyzed and preactive planning decisions were categorized on the 
basis of the six decision categories (content/subject matter, objec-
tives, materials, learner, activities/instructional processes, and 
evaluation). Furthermore, each decision was classified according to 
type (behavioristic decision, experimental istic decision, humanistic 
decision). 
A bivariate correlation analysis was used to determine the de-
gree of congruence between teacher beliefs concerning education and 
teacher beliefs concerning practice as measured on the EBSI/EPBI in-
ventories. Bivariate analyses were also used to assess the relation-
ship of teacher classification on the basis of the individual differ-
ence variables with planning style and decision types. These relation-
ships were further analyzed using a one-way analysis of variance pro-
cedure. Each null hypothesis used an alpha decision level of .05. 
Findings 
The results of the statistical analyses of data are as follows: 
There is no significant difference at the .05 level of 
significance between teachers' philosophical beliefs and 
the perceived expression of these beliefs in practice. 
This study found that teachers do not discriminate among 
philosophical beliefs concerning education. Results obtained 
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through bivariate correlation analysis indicated that the rela-
tionship between philosophical beliefs aligned with behaviorism 
and experimental ism as well as with behaviorism and humanism were 
significant at the .01 level. Additionally, the relationship 
between philosophical beliefs aligned with experimentalism and 
humanism were significant at the .001 level. Evidently, 
teachers do not specifically ally themselves with any one of 
the three prevailing philosophies of education described in 
this study. 
It appears, however, that teachers do discriminate among 
practical beliefs concerning education. Results obtained 
through bivariate correlation analysis indicate that behavior-
ists differ from both experimentalists and humanists with re-
spect to their practical beliefs. The distinction between the 
practical beliefs of experimentalists and humanists similarly 
exists, but to a lesser degree. From these results, it appears 
that teachers do make distinctions in their beliefs about prac-
tice differentiated on the basis of the three prevailing philo-
sophies described in this study. 
The results obtained through bivariate correlation anal-
ysis would seem to indicate a statistically significant degree 
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of congruence between teachers' philosophical beliefs and the 
perceived expression of these beliefs in practice, for both 
behaviorists and experimentalists. This finding, however, must 
be juxtaposed to the results indicating that teachers do not 
discriminate among philosophical beliefs concerning education. 
Consequently, the statistically significant results cannot be 
interpreted to affirm beliefs-practice congruency since the 
philosophical basis for teachers was not firmly established. 
Therefore, null hypothesis one was not rejected. 
There is no significant difference at the .05 level of 
significance between individual difference variables and 
style of teacher planning. 
Teachers' preactive planning decisions were initially 
classified according to the six decision categories utilized to 
describe teacher planning style. These categories are: content/ 
subject matter, objectives, materials, learner, activities/in-
structional processes, and evaluation. The results obtained 
from the EPBI were utilized to classify teachers as behaviorists, 
expe ri menta 1 is ts, or humanists (independent i ndi vi dua 1 differ-
ence variables). A Pearson product-moment correlation coeffi-
cient was calculated as a measure of the relationship between 
teacher planning style and the individual difference variables. 
A significant level of correlation was not established. Fur-
ther analyses were performed using a one-way ANOVA. Results 
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indicate that the independent variable showed no significant 
effect by the analysis of variance procedure. Consequently, it 
appears that teacher planning styles are not significantly in-
fluenced by teacher beliefs about practice. Therefore, null 
hypothesis two was not rejected. 
There is no significant difference at the .05 level of 
significance between teachers' individual difference var-
iables and the kinds of decisions (behavioristic decisions, 
experimentalistic decisions, humanistic decisions) that 
teachers make as preactive planning occurs. 
Teachers' preactive planning decisions were initially clas-
sified according to type. The three types of decisions are: 
behavioristic decisions, experimentalistic decisions, and human-
istic decisions. The results obtained from the EPBI were util-
ized to classify teachers as behaviorists, experimentalists, or 
humanists (independent individual difference variables). A 
Pearson product-moment correlation coefficient was calculated 
as a measure of the relationship between teacher decision types 
and the individual difference variables. A significant level 
of correlation was not established. Further analyses were per-
formed using a one-way ANOVA. Results indicate that the inde-
pendent variable showed no significant effect by the analysis of 
variance procedure. Consequently, it appears that the types of 
decisions teachers make are not significantly influenced by 
teacher be 1 iefs concerning practice. Therefore, null hypothesis 
three was not rejected. 
---
1 
Besides the findings pertinent to the three null hypotheses, 
additional findings of a descriptive nature were reported. These 
findings confirm the work of previous researchers (Clark & Yinger, 
1979 b; Mintz, 1979; Taylor, 1970; Yinger, 1977; Zahorik, 1975) who 
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have made contributions in the area of teacher planning. A frequency 
distribution reporting teachers' preactive planning decisions was pre-
pared. ~e results indicate that__t~aa~hers most frequently made deci-
sions concerning activities/instructional processes ( 53%). Teachers 
also make a large number of decisions in the following areas: content 
( 10%), materials ( 13%}, and objectives ( 14%}. Teachers make fewer 
decisions concerning the learner ( 5%} and evaluation ( 2%). Addi-
tionally, the results indicate that the first decision that teachers 
make pertains to content/subject matter ( 66%). The next most fre-
quently made, first decision, concerns activities/instructional proc-
esses ( 27%). As a second decision, teachers most frequently make 
activities/instructional processes decisions ( 41%). The next most 
frequently made, second decision, pertains to materials ( 20%). No 
decisions about objectives were made as first decisions. No decisions 
about evaluation were made as first decisions or as second decisions. 
Conclusions 
This study was designed to gather information concerning the 
phenomenon of teacher thinking (i.e., teacher planning and teacher de-
cis ion making). Teachers' preactive planning decisions were analyzed 
as a means of providing information concerning the relationship of 
teacher thq~ght to teacher action. The basic premise underlying this 
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research assumed that teachers• implicit theories (thought) influence 
teachers• planning decisions (action). 
The following conclusions were reached from the findings of 
this investigation and apply only to the participants in this study: 
1) Teachers do not discriminate among their philosophical beliefs 
concerning education as differentiated on the basis of the three 
prevailing philosophies of education delineated in this study: 
behaviorism, experimentalism, humanism. It appears that teachers 
identify with several philosophies in general, but with n6 one 
philosophy in particular. 
2) Teachers make distinctions in their beliefs concerning practice. 
It appears that when the theoretical dimensions of an educa-
tional philosophy are interpreted in terms of educational prac-
tice, teachers are more likely to identify with one prevailing 
philosophy rather than with several philosophies in general. 
3) Teachers do not exhibit a beliefs-practice congruency as estab-
blished on the basis of the three philosophical positions rep-
resented in this study. Since teachers identify with several 
educational philosophies in general, rather than with one pre-
vailing philosophy, a beliefs-practice congruency estimate 
based upon the beliefs measured in this study could not be 
determined. 
4) Teacher planning styles do not appear to be directly influenced 
by teacher beliefs. Regardless of teacher alignment with one 
of the three philosophical positions described in this study, 
teachers make similar kinds of preactive planning decisions. 
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5) The types of decisions (behavioristic decisions, experimental-
istic decisions, humanistic decisions) that teachers make do not 
appear to be directly influenced by teacher beliefs. Regardless 
of teacher alignment with one of the three philosophical posi-
tions described in this study, teachers make similar types of 
preactive planning decisions. 
6) Teachers' preactive planning decisions appear to be influenced 
by the teacher's determination of a subjectively expected util-
ity value for each course of action from within a limited set 
of alternatives. Consequently, teachers select the alternative 
that in their perception leads to the most desirable outcome. 
Teacher beliefs do not appear to be a factor impacting on 
the determination of the subjectively expected utility value 
for the various alternatives under consideration . 
. ]) Teachers' preactive planning revolves around the formulation of 
various instructional activities. Although teachers usually 
begin their planning with a consideration of content/subject 
matter, subsequent decisions are primarily concerned with the 
formulation of appropriate activities meant to bring about the 
most desirable outcomes. The results of the present study indi- \ 
cate teachers do not appear to consider objectives a~ a starting 
point for lesson preparation nor do they consider evaluation de-
cisions to be a pr~ority during the teacher preparation routine. 
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Recommendations 
Because preactive planning represents such an important aspect 
of a teacher•s professional responsibilities, and as a result of the 
findings of this study, the following recommendations are made: 
1) Teacher education programs and in-service programs need to 
place more emphasis on educational beliefs and values as well 
as the relationship of these qualities to the teaching-learning 
process. In this way, teacher beliefs may prove to be a factor 
impacting on preactive planning decisions. 
2) Teacher education programs need to provide students with in-
creased clinical exposure in settings where desirable outcomes 
are demonstrated using a variety of alternative approaches. 
Similarly, in-service programs that expose teachers to a variety 
of alternatives leading to desirable outcomes need to be de-
signed. Since it appears that teachers make decisions based 
upon the subjectively expected utility value associated with 
various alternatives, exposure to a wide variety of desirable 
alternatives may modify the set from which teachers select 
alternatives. 
3) Since preactive planning requires decision-making based upon 
incomplete information, teachers face problems of uncertainty 
and unpredictability. Therefore, teacher education programs 
as well as in-service programs must address the wide range of 
mental activities included in the teacher planning process. 
Attention should be given, but not limited to the following 
mental activities associated with teacher thinking: predict-
ing, guessing, weighing, restructuring, and visualizing. 
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4) Teacher education programs should acknowledge and support the 
notion that teachers plan in a variety of ways. Since experi-
enced teachers do not follow the procedures delineated in the 
traditional prescriptive models (Eisner, 1967; Tyler, 1950), 
exposure to alternative approaches should be provided. 
Suggestions for Further Research 
1) The two instruments (EBSI/EPBI) need to be restructured with a 
focus on the verification of the reliability and validity esti-
mates. 
2) Since only seven percent of the sample population were classi-
fied as behaviorists, this study should be replicated using a 
larger sample. 
3) The preactive planning decisions of first and second year 
teachers as well as student teachers should be analyzed to see 
whether their planning styles and decision types vary concomi-
tantly with their beliefs. Since these teachers and student 
teachers have not had as many years to develop a set of teacher 
routines, their beliefs may impact significantly on their plan-
ning decisions. 
v 
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4) A study designed to assess the impact of teacher beliefs on 
the other components of the decision-making model proposed by 
Borko et al. (1979) might serve to describe more fully the 
significance of this variable for the decision-making process. 
5) Due to the fact that teachers appear to make decisions in a 
fashion that is consistent with the theoretical dimensions of 
classical decision theory, a study designed to analyze teacher 
perceptions concerning the utility and subjective probability of 
various alternative outcomes for a specific lesson should be de-
signed. This would provide information concerning the subjec-
tively expected utility value that teachers associate with vari-
ous alternative outcomes. Perhaps teachers do consider alter-
natives that are consistent with their beliefs, but because the 
expected utility for these alternatives is uncertain, teachers 
select a course of action that has previously brought about a 
desirable outcome. 
6) Since teachers plan primarily around the use of instructional 
routines, a study designed to assess the impact of teacher be-
liefs on teacher routines would provide more information con-
cerning the significance of teacher beliefs in the teacher plan-
ning process. 
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A Final Word 
The process of preactive planning is a complex task recently 
described as a hidden aspect of teaching that often times occurs in 
empty classrooms or at home on weekends (Clark & Yinger, 1980). Only 
recently have researchers begun to analyze teacher thoughts and 
teacher decisions as an avenue for gathering information concerning 
the teacher planning process. 
Numerous factors influence the decisions that teachers make as 
preactive planning proceeds. These influences include teacher charac-
teristics, student characteristics, curriculum characteristics, and 
environmental factors (Clark & Yinger, 1980). This study sought to 
gather information pertaining to only one category of variables that 
impact on teachers• preactive planning decisions, teacher character-
istics. Teacher beliefs represent one of several teacher character-
istics that interact collectively to influence the teacher planning 
process. Although teacher beliefs do not ~ppear to directly influ-
ence teacher planning decisions, their significance as part of the 
total package of teacher characteristics must be considered. Since 
teacher planning represents such an important aspect of the teacher's 
professional life, continued research in this area is essential. 
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The reader is due an explanation about sexism problems related to 
this instrument. Most sensitive persons are aware of the problems of 
sexism in our society, terms which take the place of the generic use of 
"man", "mankind", and the pronoun "he" are awkward to use in a work of 
this nature. Terms are used in order not to unduly distort ideas. We 
hope the reader will understand the dilemma of the writers. 
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EDUCATIONAL BELIEF SYSTEM INVE~TORY 
Part 
Following is a list of 69 statements 
concerning various aspects of educational 
theory. Please judge each of the statements 
according to the scale to the right. In 
making your judgments, DO NOT c~ns i der 
each statement from the viewpoint, "This 
is how it is now." Rather, DO CONSIDER 
"This is what I really believe." 
What do you believe about man? 
1. Man can be characterized clearly in terms 
of his behavior. 
2 
3 
4 
5 
2. Man's behavior is based on cognition, the 
act of knowing or thinking about a situation 
and not on the situation itself. 
3. Man is greater than the sum of his parts. 
4. Man is a malleable and passive reactor to 
his environment. 
5. Man is best described in relative terms 
according to time, circumstance, and place. 
6. Man is a social being and seeks identity. 
through interaction with others. 
7. Man has an inherent tendency toward self-
actualization and productivity. 
,. complete 
= moderate 
:: uncertain 
= moderate 
= complete 
agreement 
agreement 
disagreement 
disagreement 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
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8. ~an's behavior is predictable. 
9. Man's characteristics can be studied 
independently of one another. 
10. Man can only be studied as a whole. 
11. Individual perceptions are the only 
reality known to man. 
12. Man is an active organism that develops 
goal-seeking potential. 
13. Man's significance is determined by the work 
he performs which is motivated by the promise 
of reward. 
14. Freedom for an individual means growth and 
the willingness to change when modifications 
are needed. 
15. Man defines his own human potential through 
choices. 
A B 
Score 
What do you believe about motivation? 
16. Reinforcement {reward) must follow immediately 
after the desired behavior and be clearly 
connected with that behavior in the mind of 
the learner for learning to occur. 
17. Behaviors which are reinforced (rewarded) are 
1 ikely to recur. 
c 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
2 3 4 5 
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18. Cognitive processes are set into motion (thinking) 
when the learner encounters an obstacle, difficulty, 
puzzle or challenge in a course of action which 
interests him. 
19. Children are naturally curious and will explore 
their surroundings without adult interference and 
encouragement. 
20. Children will create tasks that are of educa-
tional significance and structure methods of 
accomplishing these tasks when given the freedom 
to so so. 
21. Productive learning experiences require 
active involvement. 
22. Learning occurs best when the purposes and 
needs are realistic, meaningful and useful 
to the learner. 
23. Appropriate external stimulation of the learner 
is necessary for optimal achievement. 
24. Frequency of repetition is necessary in acqui r-
ing skills and in bringing about overlearning 
to guarantee retention. 
25. True learning occurs when the experience is 
internalized. 
26. The desire to learn comes from within the 
individual. 
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2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
27. Productive learning takes place when the tasks 
are adjusted to the maturity and experiential 
background of the learners. 
A B 
Score 
c 
What do you believe about the conditions of learning? 
28. The mind consists of separate. but related 
faculties which can be trained. There is 
automatic transfer of training. 
29. If a child is absorbed with and enjoying 
an activity, learning is occurring. 
30. Confidence in self influences learning. The 
stage of development of the child affects the 
degree of participation or involvement in 
learning tasks as well as mastery of skills. 
31. The educative process begins with providing 
the learner with a smorgasboard of activities 
that fit his/her stage of development and which 
reflects his/her concerns and interests. 
32. Children are perceptually closer to the learning 
situation than are teachers: Subsequently, they 
see and feel what is needed and are capable of 
se lf-di recti on. 
33. Learning is largely a reactive experience. 
34. Learning occurs best when competition for 
rewards among learners is induced. 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
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35. Learning processes proceed best when the learner 
sees results, has knowledge of his status and 
progress, achieves insight, and gains under-
standing. 
36. Man's mind is an information receptacle which 
can produce factual content mastery. 
37. Learning emerges in the flow and continuity of 
man's total experiencing and growing. 
38. Expectations made of the learner should be based 
upon knowledge of his abilities which are deter-
mined by physiological and social development. 
39. Children are best taught exploratory behavior 
when threat is not present. 
A B 
Score 
c 
What are your beliefs concerning social learning? 
40. Children receive many satisfactions from worlc 
and stimulation from reasonable new challenges. 
41. The purpose of school is to prepare chi 1 dren for 
adulthood so they can assume a contributing role 
in society. 
42. When man chooses, he chooses for all men. 
43. When groups of individuals act for a common goal 
there is better cooperation and more. friendli-
ness than when individuals in the groups are en-
gaged in competition with one another • 
• 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
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44. Behavior is a social product. 
45. Satisfaction in learning is affected by the 
group atmosphere as well as the products. 
46. Man has the capacity to adopt, adapt, and 
reconstitute present and past ideas and 
beliefs. He also has the capacity to invent. 
47. Man creates his own environment. 
48. Man creates groups which agree with his own 
reality. 
49. Children should be motivated to learn what is 
significant and contributory to their lives. 
50. Man is a social being who seeks active 
involvement with others. 
51. Self-concept is observable through one's 
behavior or performance. 
A 
Score 
8 c 
What do you believe about intellectual development? 
52. People possess different levels and amounts of 
intelligence. These can be ascertained and re-
ported by a score derived from testing. 
53. The normal curve expresses the social and 
academic expectation of where people are 
supposed to fit for the goodness of all. 
54. Readiness for leaming is a complex interplay 
of social, physiological, emotional and 
intellectual development. 
2 3 4 5 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
2 3 4 5 
1 2 3 4 5 
2 3 4 5 
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55. The less planned adult intervention, the 
greater intellectual gains of the child. 
56. Increase in intelligence test scores are 
positively related to aggressiveness, 
competitiveness, initiative, and strength 
of felt need to achieve. 
57. Learning involves creating relationships. 
Intellectual development proceeds from 
"wholes" to "parts" or from a simplified 
whole to more complex wholes. 
A 
Score 
w~at do you believe about knowledge? 
B 
58. Knowledge is a model created by the individual 
that makes sense out of encounters with the 
external conditions in the environment. 
59. Truth exists prior to the learning of it. 
60. Knowledge is temporary and conditional. 
61. Information becomes knowledge when it is 
perceived as relevant to the solutions of 
a particular problem. 
62. Little or no knowledge exists which is 
n~cessary for all humans to possess. 
63. Truth can be known for itself and not 
merely for some instrumental purposes. 
A B 
Score 
c 
c 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
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What do you believe about society? 
64. Society is a process in which individuals 
participate. 
65. The school preserves social order and 
builds new social orders when the public 
decides they are needed. 
66. Mankind is made man by cultural birth. 
67. Society is self renewing. 
68. The way to improve civilization is by 
improving institutions. 
69. Society has existence in man's mind. 
A 
Score 
B 
TOTAL SCORE (PART I) A __ B __ C __ 
c 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
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EDUCATIONAL PRACTICES BELIEF INVENTORY 
PART II 
Russell Dobson 
Judith Dobson 
W. Frank Grahlman 
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Oklahoma State University 
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The reader is due an explanation about sexism problems related to 
this instrument. Most sensitive persons are aware of the problems of 
sexism in our society, tenms which take the place of the generic use of 
"man", "mankind", and the pronoun "he" are awkward to use in a work of 
this nature. Terms are used in this instrument which some may see as 
sexist ones, but they were used in order not to unduly distort ideas. 
We hope the reader will understand the dilemma of the writers. 
Copyright 1978 by Dobson, Dobson, Grahlman, Kessinger 
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EDUCATIONAL PRACTICE BELIEF INVE~TORY 
PART II 
Following is a list of 69 statements 
= complete 
2 = moderate 
concerning various a~pects of educational 
practice. Please judge each of the state-
ments according to the scale to the right. 
In making your judgements, DO NOT consider 
each statement from the viewpoint, "This 
is how it is now.M Rather DO CONSIDER 
3 = uncertain 
4 
5 
"This is what I really believe." 
What do you believe about instruction? 
70. Ongoing assessment, immediate feedbac~ and 
various reinforcement devices should be 
used to insure that students remain task 
oriented. 
71. The study period should be organized 
through mutual agreement between teacher 
and pupils with each child knowing what 
is expected of him. 
72. Children naturally set goals and enjoy 
striving toward them. 
= moderate 
= complete 
73. Children receive many satisfactions from work, 
have pride in achievement, enjoy the process, 
and gain a sense of worthiness from contribution. 
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agreement 
agreement 
disagreement 
disagreement 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
74. The teacher functions as a resource pe~on to 
individuals and groups rather than as a task-
master. 
75. Transmission of verifiable facts which con-
stitute unive~al skills is necessary. 
76. The ends of instructional activities should be 
exemplified in explicit behavioral terms. 
77. Children who unde~tand and who are involved in 
what they are doing will create satisfactory 
methods for achieving educational tasks. 
78. Learning activities should be provided on the 
basis of individual needs. 
79. Diagnostic and prescriptive teach)ng are 
absolute necessities. 
80. Heterogenous subgrouping for instructional 
purposes is recommended in certain skill 
development areas such as math and reading. 
81. Children are capable of assuming responsibility 
for their behavior and academic growth. 
82. Children desire to be released, encouraged 
and assisted. 
-83. The teacher should decide when it is time to pull 
loose ends of learning activities together be-
fore moving on to another aspect of that which 
is to be learned. 
84. Management of children is necessary to insure 
proper growth. 
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2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
A B 
Score 
What do you believe about curriculum? 
85. The curriculum is a predetermined body of 
content with highly defined and restricted 
delimitations. 
86. Day-by-day lesson plan objectives must be 
well defined and specific. 
87. The curriculum should emerge from each student. 
88. In order to maintain balance in the curriculum, 
subject matter priorities should be determined 
on the basis of societal and personal needs. 
89. There should be some system of articulation 
between units within a school, between schools, 
with school systems, and between states. 
90. Curriculum content must be sequenced since 
there is a logical structural sequence to 
knowledge. 
91. Due to individual educational needs, the scope 
of the curriculum should be planned to include 
a wide variety of unifying and pupil-speciality 
learning activities. 
92. The curriculum should reflect as its source, 
the children of that school. 
c 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
1 2 3 4 5 
176 
93. The curriculum sequence and scope is best 
divided into segmented, isolated, and compart-
mentalized packages of knowledge specified by 
grade levels. 
94. Elements of the curriculum should be derived 
from the substance of knowledge itself. 
95. The curriculum is dynamic because of its 
constant emergence. 
96. Curriculum structure exists largely in 
teachers' and students' heads, not on paper. 
97. Though the curriculum has some degree of 
systematic structure, it should be flexible 
enough to capitalize on emergent learning 
situations. 
98. Since the curriculum must be considered dynamic 
and forever emerging, each curriculum area 
should be subjected to continuous revision 
and evaluation. 
99. The curriculum sequence in certain subject 
matter areas should be based on a spiral 
structure which permits the learner to 
conceptualize by moving from limited 
perceptivity. 
J!. B 
Score 
c 
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2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
What do you believe about organization? 
100. The teaching function should be one of diagnosing, 
prescribing, treating, analyzing results and 
writing the next prescription. 1 2 3 4 5 
101. Individual differences should be viewed as exist-
ing between and among learners as opposed to 
differences existing within individual students. 
102. The school should be organized in such a way that 
it provides opportunity for each student to have 
a warm, personal relationship with competent 
1 2 3 4 5 
teachers. 1 2 3 4 5 
103. The contributions of specialized personnel should 
be used as students progress through the school, 
but their work should be coordinated with and 
related to the total program. 
104. Internal coordination and planning should result 
in the utilization of special talents and skills 
which a particular teacher or group of teachers 
may possess. 
105. The organizational system should permit co-
ordination and planning by groups of teachers 
responsible for clusters of children in both 
large and small groups. 
106. The horizontal organization of the school should 
permit flexiblity in assigning small and large 
numbers of pupils to instructional groups. 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
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107. Individual differences should be acxnowledged 
by the individual pacing of students through 
prescribed study sequences. 
108. The horizontal organization of the school should 
permit students to be assigned to instructional 
groups on ability within subject matter areas. 
109. The organization of the school should reflect a 
system whereby each child must measure up to a 
specific level of performance. 
110. The organizational structure should not result 
in "labeling" children at an early age. 
111. The vertical organization of the school should 
provide for continuous unbroken. upward pro-
gression of all learners. with due recognition 
of t~e wide variability among learners in every 
aspect of their development. 
112. The organizational design of the school should 
be an expression of the needs ~ants. and 
desires of its clientele. 
113. The organization should provide for the interdis-
ciplinary nature of education. 
114. Children should not be grouped according to 
ability. 
A B 
Score 
c 
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1 2 3 4 5 
1 2 3 4 5 
2 3 4 5 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
What do you believe about content? 
115. The content of any education program must reflect 
predetermined survival skills necessary for life. 
116. Content should contribute to the achievement of 
educational objectives or to the mission of the 
school. 
117. There is little information that all should be 
required to know. 
118. Sequence in content should reflect a logical 
structural sequence to knowledge and to 
development. 
119. One creates knowledge through personal inte-
gration of experience. Therefore, one's 
knowledge does not categorize into separate 
disciplines. 
120. There should be a balance between the content-
centered curriculum and the process curriculum. 
A B 
Score 
c 
What do you believe about materials and resources? 
121. Centralized resource centers should include 
materials commensurate to the stages of de-
velopment reflected by the students being served. 
122. Emphasis should be placed on trade and reference 
works and on visual aids as opposed to a strict 
textbook approach. 
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2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2' 3 4 5 
2 3 4 5 
2 3 4 5 
123. Materials tha.t can be easily prescribed (pro-
grammed materials, teaching machines, subject 
matter programs, learning packets, and kits) 
are desirable. 
124. Wide use should be made of raw materials. 
125. Resources should be limited only by teachers' 
and students' imaginations. 
126. There should be an emphasis on appropriate 
diagnostic aids. 
A B 
Score 
What do you believe about evaluation? 
127. A uniform standards approach to evaluation 
fails to consider individual differences of 
children. 
128. Evaluation programs should have three dimen-
sions: a) quantitative measurements, b) 
teachers • judgement, and c) the child's 
perceptions. 
129. Learning can be assessed intuitively by 
observing a child working or playing. 
130. A pupil sho~ld be placed in a given learning 
environment based on a diagnosis that 1t is 
best suited for his/her maturity, abilities 
attainment, and over-all general nature. 
181 
2 3 4 5 
2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
c 
1 2 3 4 5 
2 3 4 5 
2 3 4 5 
1 2 3 4 5 
131. Evaluation must be quantitative and qualitative 
to be of real value. 
132. Objective means of measuring perfonr~nce may 
produce negative consequences upon learning. 
133. In evaluating, the teacher's description of 
what the child is doing should include all 
aspects of growth. 
134. Pupils should be ranked in terms of other 
children. 
135. Errors are an indispensable aspect of the 
learning process. Errors are expected and 
desired, for they contain feedback essential 
for continued learning. 
136. Qualities of one's learning that can be 
meticulously assessed are not inevitably 
the most important. 
137. Predetermined standards should apply to all 
students in a grade or school. 
138. Academic standards should serve the purpose 
of excluding or including persons in the 
formal school program. 
A B 
Score 
TOTAl SCORE (PART II) A __ B __ C __ 
c 
182 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
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184 
INTRODUCTORY EXPLANATION 
As an experienced teacher, you are needed to participate in 
research on teacher planning for a doctoral dissertation. You will be 
asked to plan a lesson into a tape recorder. This method was chosen 
in an attempt to capture some of the spontaneity and thought processes 
that normally precede your instructional decisions. 
It is important to emphasize that the tapes will be anonymous 
and no judgments will be made concerning the quality of these lessons. 
It is an information-gathering study. Please feel very comfortable, 
then, attempt to present a picture of yourself as you usually do your 
thinking and planning. 
Take some time to gather your thoughts. As you begin speaking 
into the recorder, do not worry about a smooth, perfectly organized 
presentation. If something important comes to mind, be sure to in-
clude it, even if it's not in exactly the right place. 
HANDOUT FOR TEACHERS 
Task 
Assume you are working with the students currently enrolled in 
your class. Provide a brief description of your class including grade 
level and any other pertinent descriptive information. 
After a field trip to the zoo, prepare a creative writing 
follow-up lesson for the next day. Design this lesson to last for no 
longer than one hour. This does not mean that you must talk into the 
tape recorder for one hour, but rather than the lesson, when imple-
mented, may last up to one hour. Your plans should be sufficiently 
detailed so that your tape portrays a verbal picture of your planned 
lesson. Be as specific as possible describing every aspect of your 
lesson. (The direction, focus, and methods are yours to decide. A 
favorite technique or method is welcome.) 
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A MODEL FOR CURRICULUM DIALOGUE: 
THE LANGUAGE OF SCHOOLING 
PERCEPTUAL BASELINE SYSTEM: 
A HUMANIZED APPROACH TO 
STAFF DEVELOPMENT 
The following material pertaining to A Model for Curriculum 
Dialogue: The Language of Schooling was referenced by the trained 
raters as they classified the various decision statements contained 
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in the teacher's lesson plans. The information which follows concern-
ing this model is from Kessinger (1979, pp. 118-122). 
'• 
A MODEL FOR CURRICULUM DIALOGUE: 
THE LANGUAGE OF SCHOOLI"G 
As ~ersons seek to identify their philosophic roots, it is helpful 
to have a classification tool for categorizing various opinions about 
schooling. The model entitled, The Language of Schooling, is presented 
as such a device. The content of the model is presented for contempla-
tion and discussion purposes only and is not intended to be final in 
nature. 
The model is an attempt to identify and contrast philosophical and 
psychological profiles that tend to separate into three camps: 1) 
Design A, 2) Design B, and 3) Design C. This separation is quite pos-
sibly a direct reflection of whether persons are primarily concerned 
with doing to, for, or with young people. The three camas can he dis-
persed on a continuum ranging from training to education.* 
An educational program committed to the training end of the con-
tinuum is tased in the notion that human beings are the sum total of 
their experiences--passive victims of their environments. Conversely, 
the opposite end of the continuum is committed to. the notion that 
human beings are active, goal-seeking organisms eager to profit from 
encounters with the environment. 
*For a more extensive discussion relative to this point, the reader is 
referred to Chapter VI in Dobson and Dobson, Humaneness in the Schools: 
A Neglected Force. Dubuque, Iowa: Kendail-Hunt Publishers, 1975. 
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BASIC ELEMENTS 
Human Nature 
Nature of Learning 
Nature of Knowledge 
Nature of Society 
THE LANGUAGE OF SCHOOLING 
DESIGN A 
Movement toward External 
Contro 1 
DESIGN B 
PHILOSOPHY 
Humans are potentially 
evil. 
Truth exists separate 
from the individual. 
There are basic facts 
that are necessary for 
all. Learning occurs 
by reaction. 
Logical structure. 
Information. Subject 
matter. Vertical re-
lationship. Universal. 
Closed. Ordered. In-
stitutionalized. 
Static. Grouping. 
Controlling. 
Humans are potentially 
both good and bad or 
blank slates. 
Truth is relative and 
subject to the condi-
tion of the learner and 
the environment. Learn-
ing occurs by action. 
Psychological structure. 
Vertical and horizontal. 
Relationships and inter-
relationships. 
In flux. Democratic. 
Relative values. 
Expe rimen tat ion. 
DESIGN C 
Movement toward Internal 
Control 
Humans are potentially 
good. 
Truth is an individual 
matter. Learning occurs 
when the infonnation en-
countered takes on person-
al meaning for the learn-
er. Learning occurs by 
transaction and inter-
action. 
Perceptual structure. 
Relationships and Inter-
relationships. Personal. 
Gestalt. 
Open. Self reviewing. 
Individual. Liberating. 
Distribution. 
Egalitarian. 
00 
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BASIC ELHIENTS 
Purpose of Education 
Human Growth and 
Development 
Concept of Self 
Human Emotions 
lnterpersona 1 
Interactions 
Curriculum 
DESIGN A 
To understand and apply 
knowledge. To control 
the environn~nt. To 
learn absolute truth. 
DESIGN B 
To learn prerequisite 
skills for survival. To 
learn conditional truths. 
PSYCHOLOGY 
Growth is en vi ronmen-
tally detennined. 
Determined by what othus 
think. Focuses on per-
sonality deficiencies. 
Controlled. Closed. 
Unaware. Masked. 
Role Playing. Manipu-
lative yames. Defensive. 
Detached. Distrusting. 
Dependent 
Growth is the realization 
of one's potential. 
Detennined by how the 
individual perceives 
the social environment 
(becoming-future orien-
tation). 
Circumstantial. Ob-
jective. Based on 
position. Well-adjusted. 
Minimum Risk. Se 1 ect i ve. 
Objective. Exclusive. 
Encountering. Inde-
pendent. 
OPERATIONAL 
Predetennined. Structured 
series. Logical sequence. 
Content centered. Out-
comes established. 
Sequenced experiences. 
Problem-centered. Future 
utility. Universalism. 
DESIGN C 
To live a full life. To 
experience the environ-
ment. To continue learn-
ing personal truth. 
Growth is the experiencing 
of one's potential. 
Detennined and created by 
each individual (being-
now orientation). 
Free. 
nei ty. 
ency. 
Openness. Sponta-
Aware. Transpar-
Experienced. 
Sharing. Risking. 
Trusting. 
Hidden. Unfolding. Cre-
ated. Process-centered. 
Unlimited. Emerging. 
Dynamic. 
\.0 
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BAS I C ELEMENTS 
Ins tructiona 1 
Behavior 
Organization 
Evaluation 
Techniques 
Definitions of 
Curriculum 
DESIGN A 
Transmission of facts and 
content. Purposeful. 
Management. Teacher 
directed. 
Established. Emphasis 
on managen~nt. Focus on 
homogeneous grouping. 
Measurement of facts and 
content. Determined by 
authority. Imposed. 
Product oriented. 
DESIGN B 
Grouping for instruction-
al convenience. Inquir-
ing. Discovering. Open 
questions with multiple 
answers. Teacher invi-
tation. 
Orchestration. Focus on 
skill grouping. 
Critical thinking. Pro-
blem solving. Tests 
higher cognitive skills. 
Focuses on what is 
learned 
DEFINITION 
A structured series of 
intended learning out-
comes. 
- M. Johnson (1967) 
A sequence of potential 
experiences set up in 
school for the purposes 
of disciplining children 
and youth in group ways 
of thinking and acting. 
- Smith, Stanley, Shores 
( 195 7) 
DESIGN C 
Learner directed; Learn-
er invitation. Teacher 
functions as source of 
safety and support. 
Changing. Circumstantial. 
Adaptive. focus on hetro-
geneous grouping. 
Feedback by invitation. 
Cooperative pupil and 
teacher evaluation. Non-
damaging comparison. 
Focuses on how one feels 
about what is learned as 
well as what is learned. 
An attempted definition of 
man translated into educa-
tional specifications. 
- R. Dobson (1976) 
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BASIC ELEMENTS 
Representative 
Language 
DESIGN A 
Structure. Management. 
Reinforcen~nt. Shaping. 
Labeling. Performance. 
Accountability. Order. 
Objectives. Behavior. 
Matching. Environment. 
Cause-effect. Function. 
Measurement. Control. 
Observation. Reality. 
Transmission of roles. 
Intelligence. Grades. 
Standards. Tests. 
Cover. Direct. 
Training (To) 
(Essentialism/ 
Behaviorism) 
DESIGN B 
Sequence. Stages. Be-
coming. Growth and De-
velopment. Correlated. 
Interest. Programs. 
Diagnostic. Readiness. 
Technique. Skills. 
Activity. Individual 
differences. Rational. 
Well-adjusted. Progress. 
Motivation. Expectations. 
Understanding. Guide. 
Knowledge. Evaluation. 
Enable. Support. Help. 
Facilitate. Discipline. 
Interests. Meaningful. 
(for) 
(Experimental ism/ 
Cognitive) 
DESIGN C 
Being. Desires. Process. 
Democratic. freedom. 
Feedback. fulfillment. 
Experience. Diversity. 
Perception. Potential. 
Harmony. Personal order. 
Self-direction. Accept-
ing. Unique. Awareness. 
Consequences. Sharing. 
Trusting. Allow. Issues. 
Experiment. Involve. 
Options. Natural. Spon-
taneous. Personal 
meaning. 
Education (With) 
( Exi s tentia 11 sm/ 
Humanism) 
\..0 
N 
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The material which follows was sent to this investigator as a 
result of personal communication with the authors. The handout en-
titled, Perceptual Baseline System: A Humanized Approach to Staff 
Development, was prepared by the authors in response to the inquiries 
received concerning their model and includes an interpretation of the 
sub-tests included in the EBSI and EPBI. 
PERCEPTUAL BASELINE SYSTEM: 
A HUMANIZED APPROACH TO 
STAFF DEVELOPMENT 
194 
Russ and Judy Dobson 
College of Education 
Oklahoma State University 
Stillwater, OK 74074 
(405) 624-7122 
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PROGRAM DESCRIPTION 
The main theses of this proposal is that schools are complex 
social organizations and that simplistic approaches to improving the 
quality of schools are ineffective. To improve the quality of schools, 
emphasis must be placed upon the person of individuals (school per-
sonnel and students) who interact daily. West states that schools 
have sanctioned an organizational farce by assuming teachers are" ... 
a carbon copy of his/her colleagues."l Further, because schools tend 
to view teachers as if they were cast from the same mold, many teach-
ers experience a loss of identity and alienation from self. This loss 
of person results in the schools benefiting neither the students nor 
the teachers. 
Individuals possess a philosophy of life whether they are cog-
nizant of it or not. One's philosophy, personal values and beliefs, 
form the foundation from which one makes choices or decisions during 
his/her lifetime. Basic to a teacher's personal philosophy is his/her 
belief about human nature or the belief about people and how they grow 
and develop. Purkey and Avila emphasize that the teachers' beliefs 
concerning the worth and dignity of individuals are paramount and that 
in order to identify good and poor teachers, it is necessary to explore 
how teachers see themselves and the world around them.2 
According to Beniskos, "Teaching is not just a matter of possess-
ing skills, nor of being possessed by skills either."3 Usher and Hanke 
agree when they state, "The primary 'tool' with which teachers work is 
themselves."4 There is a definite need for teachers to recognize their 
own philosophic beliefs and how these beliefs are expressed in their 
teaching behavior. 
Traditionally, inservice education has concentrated on imparting 
specific skills--that is, training. Training is designed to help the 
trainee face situations exactly like those for whom the training has 
been designed. Therefore, the aim is to prepare the trainee to perform 
in a predetermined way. Institutions as well as individuals are viewed 
from a systems perspective couched in a deficit orientation. That is, 
a person to be educated or a school system to be improved is seen as a 
problem to be corrected in order to be brought up to a standard. 
The perceptual base line system, the model we created, is a 
process approach that focuses on the facilitation of awareness of an 
individual's degree of congruency between his/her beliefs and day to 
day operations in the school setting. Additionally, the system provides 
group data that allows an individual to compare his/her personal beliefs 
with the collective beliefs of colleagues. 
Since the perceptual base line system is a process planning tech-
nique (outcomes are not predetermined) the assignment of an operational 
definition is difficult, if not impossible. The system will vary accord-
ing to time, circumstances, place, and persons involved. However, the 
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recommended instrumentation has served as an adhesive to give the 
approach similar procedural structure in several school districts where 
it has been implemented. 
Usually educational decision and planning are based on base line 
data. In this approach information is obtained through some kind of 
need assessment procedure (usually a questionnaire) designed to accom-
modate the needs of the institution being assessed as opposed to being 
sensitive to the persons within the institution. The participants 
(teachers and students) are viewed as role players in an ongoing drama 
instead of persons in the process. Base line data is role and insti-
tional oriented; perceptual base line data is person oriented, conse-
quently having philosophical-values, psychological, and emotional dimen-
sions. As have been substantiated, decisions about schooling are value 
statements; therefore, any effort at school improvement must begin with 
the values and beliefs of those involved. This neglected area of school 
improvement must be brought to the forefron~ inservice edUCation is 
to have any lasting effect. 
The need assessment or base line data approach focuses on the 
role of teacher; and the perceptual base line focuses on the person of 
the teacher. The following is an attempt to contrast the two approaches. 
Need Assessment Approach 
1. Obtains information about 
teachers' needs that will serve 
to enhance the role as deter-
mined by institutional goals. 
2. Recommendations for school im-
provement are made to bring 
teaching skills up to standard 
as set by institution. 
3. School objectives are esta-
blished by institution. 
4. Content for implementation of 
inservice programs is selected 
and organized by representa-
tives of the institution. 
5. Learning experiences are 
selected and organized by 
institutional representatives, 
usually supervisory personnel. 
6. An evaluation design is speci-
fied by institution. 
Perceptual Base Line System 
1. Obtains information about per-
sonal beliefs and practices 
and provides teacher with this 
i n format i on . 
2. Individual is presented with 
personal data relative to edu-
cational beliefs and practices. 
3. Individual is encouraged to 
determine personal beliefs. 
4. Individual plans personal pro-
gram of self and professional 
growth. 
5. Individual and/or groups of 
individuals initiate, design, 
develop and implement active 
inservice learning experiences. 
6. Individual and/or groups of in-
dividuals revise and refine 
current activities. 
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Activities engaged in by persons according to the two approaches 
generally do not vary greatly. The emphasis is on priority of the per-
sons' beliefs over role needs. 
We have designed a strategy for planning and decision making 
that identifies the beliefs that collectively constitute a personal 
philosophy of education and also the variables necessary to create or 
establish a phenomenon calling schooling. Our efforts with this stra-
tegy indicated the need to create a two part instrument entitled Part I: 
Educational B~liefs System Inventory, and Part I I: Educational Practice 
Belief Inventory. The instruments identify the degree to which persons 
are experiencing beliefs-praxis congruency between their professed be-
liefs and educational practices. The instrumentation is intended as a 
tool for dialogue and self assessment rather than a technique for eval-
uation. 
Copies of the two instruments, a subtest key for interpretation, 
plus a sample profile are attached. 
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Subtest Key 
Each sub-test (1 through 16) yields an A, B and C score with 
A representing Behaviorism, B representing Cognitivism, and C repre-
senting Humanism. The scale is from complete agreement (a score of 1) 
to complete disagreement (a score of 5) pertaining to these philoso-
phical beliefs. A score of 1 on sub-test Al would indicate complete 
philosophical agreement with Behaviorism in what you believe about 
Man while a score of 5, on the same sub-test, would indicate the oppo-
site (complete disagreement with Behaviorism regarding what you be-
lieve about Man). 
Sub-test 8 gives an overall A, B and C score on the EBSI (Edu-
cational Belief System Inventory). Sub-test 15 gives an overall A, B 
and C score on the EPBI (Educational Practice Belief Inventory). Sub-
test 16 gives an overall A, B· and C score on all items (1 through 138), 
combining the two instruments for a composite score. 
The completed inventories yield a 48 dimension philosophical 
profile of the individual with regard to Educational Belief and Edu-
cational Practice. 
The following interpretations are based on scores of 1 which 
indicate complete agreement. The degree of agreement can be ascer-
tained by the score reported on each of the separate sub-tests. 
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PART I - EDUCATIONAL BELIEF SYSTEM INVENTORY 
Sub-test Items Toeic 
A 1 , B 1 , Cl 1-15 What do you be 1 i eve about Man? 
A2, B2, C2 16-27 What do you be 1 ieve about Motivation? 
A3, B3, C3 28-39 What do you be 1 ieve about the Conditions of 
Learning? 
A4, B4, C4 40-51 What are your beliefs concerning Social 
Learning? 
AS, B5, cs 52-57 What do you believe about Intellectual 
Development? 
A6, B6, C6 58-63 What do you be 1 i eve about Knowledge? 
A7, B7, C7 64-69 What do you be 1 ieve about Society? 
A8, B8, C8 1-69 (This is a composite A, B and C score for the 
above 69 i terns.) 
PART II - EDUCATIONAL PRACTICE BELIEF INVENTORY 
A9, B9, C9 70-84 What do you believe about I n s true t ion? 
A 10, BlO, ClO 85-99 What do you believe about Curri cul urn? 
A 11 , B 11 , c 11 100-114 What do you be 1 i eve about Organization? 
A12, Bl2, C12 115-120 What do you be 1 ieve about Content? 
Al3, Bl3, C13 121-126 What do you be 1 i eve about Materials and 
Resources? 
Al4, Bl4, Cl4 127-138 What do you be 1 i eve about Evaluation? 
A15, Bl5, Cl5 70-138 (This is a composite A, B and C score for these 
69 i terns.) 
Al6, Bl6, Cl6 1-138 (This is a composite A, Band C score for all 
138 i terns.) 
The following interpretations are based on scores of 1, which 
indicate complete agreement. The degree of agreement for each indi-
vidual can be ascertained by the score reported on each of the separate 
sub-tests. 
Sub-test 
A-1 
B-1 
C-1 
A-2 
B-2 
C-2 
A-3 
PART I 
Man's potential tends toward evil. Therefore, for 
the good of society and thems~1ves, children must 
be directed and controlled. These persons attempt 
to shape learners according to their values and to 
teach them what they should know. 
A neutral belief of man is expressed. These persons 
begin with children where they are perceived to be 
functioning and manipulate the environment so that 
the children have the best possible experience based 
on the adult's judgement of ·,o~hat is best. Human 
potential is seen as a goal to be realized. The 
total person is one who is in harmony with the 
external environment. 
r1an is inherently inclined toward goodness. Man is 
cooperative and constantly seeking experiences that 
enhance his/her unique self. Individual perceptions 
are the only reality known to man. 
Motivation is interpreted as the process of initiat-
ing, sustaining and directing the activities of the 
organism. Appropriate external stimulation, usually 
in the form of rewards is necessary for optimal 
achievement. 
Focuses on a blend of the teacher as manipulator and 
the intellectual structures that characterize what is 
to be taught. 
Focuses on the person as the initiator of their own 
learning tasks. The most desirable rewards are 
internal in nature and are a reflection of self 
satisfaction. 
Focuses on training the separate faculties of the 
mind. Learning is largely a reactive experience, 
therefore, learning situations should be created to 
induce competition for rewards among learners. 
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Sub-test 
B-3 
C-3 
A-4 
B-4 
C-4 
A-5 
B-5 
C-5 
A-6 
Focuses on a combination of self confidence, physio-
logical, social, and intellectual development in 
determining learner expectations. Also concerned 
with whether or not learning tasks are lifelike or 
functional. Concerned with the learner working up 
to his/her ability. 
Recognizes that the learner is perceptually closer to 
the learning situation than are teachers: subse-
quently, they see and feel what is needed and are 
capable of self-direction. Experiencing, being, 
and learning are seen as a totality that can be 
dichotomized only after the fact. Learning emerges 
in the flow and continuity of man's total exper-
iencing and growing. l"here cannot be stated out-
comes of learning. 
Social learning is seen as the gradual acquisition of 
attitudes and behavior that enable the individual to 
function as a member of society. Emphasis is on the 
development of behavior patterns which are a:ceptable 
to society. 
Focuses on how the individual functions relative to 
group norms. Satisfaction in learning is affected 
by the group atmosphere as well as the products. 
Accepts that man can create his/her own environment. 
Sees the person as central to their own idiosyncratic 
universe. 
Intelligence, is for the most part, a function of 
environmental conditions. Persons possess different 
levels and amounts of intelligence. 
Focuses as much on learning style as on learning rate. 
Readiness for learning is a comolex interplay of 
social, physiological, emotional, and intellectual 
development. 
Emphasizes that intellectual development proceeds 
from "wholes" to "parts" or from a simplified whole 
to more complex wholes. See intellectual potential 
as already existing within the individual as opposed 
to a phenomenon to be developed or realized. 
Submits the existence of a central body of knowledge 
that must be transmitted to all. The truth is pre-
existent to the learning of it. The test of truth 
is its correspondence to reality. 
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Sub-test 
B-6 
C-6 
A-7 
B-7 
C-7 
A-8 
B-8 
C-8 
Emphasizes that knowledge is rooted in experience. 
Knowledge is therefore tentative. As individuals 
and situations change, then what is true will also 
change. Workability is the test of truth. 
Submits that the only thing persons can be certain 
of is that they experience a stream of thoughts and 
feelings. Truth is an individual matter. 
Sees the function of schooling as preserving social 
order and building new social orders when the public 
has decided they are needed {preservation of the 
culture). The task of the school is to develop a 
standardized student-citizen as the product. Ten-
dency is toward a meritocratic society. 
Society is a process in which individuals partici-
pate. The major role of the school is to teach the 
adults of tomorrow to deal with the planning neces-
sarily involved in the process called society. 
Education must serve as a source of new ideas. 
Specifies that the way to improve society is through 
improving the quality of individuals, not through 
improving institutions. The schools primary task is 
individual; that is, the school should concentrate 
upon the development of absolute freedom in the 
child. The tendency is toward an egalitarian 
society. 
Composite score - Essent~alism/Sehaviorism 
Composite score - Experimentalism/Cognitivism 
Comoosite score - Existentialism/Humanism 
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Sub-test 
A-9 
B-9 
C-9 
A-10 
B-10 
C-10 
A-ll 
B-11 
C-11 
A-12 
PART II 
Focus is on indoctrination. The transmission of 
verifiable facts is paramount. Instructional activ-
ities are preplanned with specific performance 
objectives clearly stated. 
The role of the teacher is seen as learning manager 
and consultant whose primary task is to orchestrate 
the learning environment. 
Instructional behavior of the teacher is determined 
by the learner and occurs only by invitation from 
the learner. Freedom of the learner is central to 
the instructional act. 
Curriculum is highly structured and content centered; 
it is predetermined and logical. It consists of a 
common core of subject matters, intellectual skills, 
and accepted values that are essential and are to be 
transmitted to all students. 
Future utility and universalism are considered in the 
selection of content. The sequencing of content is 
based on identified stages of development. Learning 
experiences are generally problem centpred. 
The curriculum is viewed as dynamic and emergent on a 
consequence of the students' needs, wants and desires. 
Each student is seen as an unlimited reservoir of 
curriculum. 
The organizational arrangement is rigid and orderly 
in nature; emphasis is on ~anagement and efficiency. 
Time-space are ~egmental. 
Flexible scheduling is related to instructional needs 
of the staff. Individualized instruction occurs by 
pacing the individual thr~ugh study sequences. 
Individual pupils plan their own use of time within 
limits of personal and social order. The organiza-
tion provides for the interdisciplinary nature of 
education; no area of knowledge can exist indepen-
dent of all other areas of knowledge. 
The content is decided by the state. Suggests the 
desirability of a shared corpus of content. The 
planners' task is the identification of common 
content. 
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Sub-test 
B-12 
C-12 
A-13 
B-13 
C-13 
A-14 
B-14 
C-14 
A-15 
B-15 
C-15 
A-16 
B-16 
C-16 
Emphasis is on a balance between the content-
centered curriculum and the process-centered 
curriculum. 
Concerned with process skills that enable the person 
to know, to think, to value, to feel and to act. The 
quality of being is more important than quality of 
knowing; knowledge is a means of education, not its 
end. 
Emphasis is on materials that correlate with a diag-
nostic approach and that can be easily prescribed 
such as programmed materials, teaching machines, sub-
ject matter programs, learning packets and tests. 
Emphasis is on a wide range of materials and re-
sources. 
Resources are limited only by teachers' and students' 
imaginations. 
Evaluation reveals itself in the form of measurement 
and is based on comparisons and fs product oriented. 
Evaluation standards and procedures are determined 
by authority and imposed upon students. 
Focuses on what is learned and attempts to utilize 
this information in prescribing future learning 
tasks. Attempts to evaluate critical thinking, prob-
lem solving, and higher order cognitive skills. 
Focuses on self evaluation. External feedback is 
available upon student requests and is a shared 
experience. 
Composite score for A, Part II 
Composite score for B, Part II 
Composite score for A, Part II 
Total composite score for A, Parts and II 
Total composite score for 8, Parts and II 
Total composite score for C, Parts and II 
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Introduction 
GUIDELINES FOR CATEGORIZING TEACHER DECISIONS 
TRANSCRIBED TAPE 
DECISION DATA SHEET 
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The preinstructional teacher planning decisions that were re-
corded in this study using the 11 think aloud11 technique were categorized 
by the raters using the following guidelines. These guidelines were 
prepared as a synthesis of the information included in the model en-
titled The Language of Schooling and in the handout entitled Perceptual 
Baseline: A Humanized Approach to Staff Development, both of which 
appear in Appendix C. 
Directions 
Using the guidelines for categorizing teacher decisions, raters 
classified teacher decisions on two dimensions. Initially each 
decision was assigned to one of the six decision-making categories. 
These categories are content or subject matter, objectives, materials, 
learner, activities or instructional process, and evaluation. Then, 
each decision was further classified as a Design A, B, or C deci-
sion. A Design A decision implies a behavioristic approach, a Design B 
decision implies an experimentalist approach, and a Design C decision 
advocates a humanistic approach. 
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Guidelines 
Using the information included in the following chart, each 
decision was assigned to one of the six decision categories. 
Categories of Planning Decisions 
Decision Criteria Categories 
Content/ What subject, topic, idea is the teacher 
Subject Matter going to present, deal with, etc.? 
Objectives Why is the teacher doing it? (Because 
she/he wants the student to . ) 
What items mentioned by the teacher w i 11 
Materials be uti 1 i zed as the lesson is designed and 
implemented? 
What decisions does the teacher make 
Learners which re 1 ate to an individual student or 
specific group of students? 
Activities/ How is the teacher (student) going to do 
Instructional Process it? (In other words, how will the teacher (student) behave?) 
Evaluation How wi 11 the teacher measure or assess learning? 
After each decision was assigned to one of the six decision 
categories, each decision was further classified within a philosophic 
framework. A Design A classification implies a behavioristic approach, 
a Design B decision implies an experimentalistic,approach, and a 
Design C decision advocates a humanistic approach. The chart below, 
used in conjunction with the materials included in Appendix C, pro-
vides direction for philosophic distinctions. 
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Philosophic Distinctions within the Six Decision Categories 
Decision 
Categories 
Content/ 
Subject 
Matter 
Objectives 
Materia 1 s 
Learners 
Activities/ 
Instructional 
Process 
Eva 1 uat ion 
Design A 
Highly 
Structured. 
Teacher sets 
goals with class 
as whole in mind. 
Workbooks: 
Read i n g , Math , 
Science. Lab 
Kits (ex: SRA) 
programmed. 
Skills and sub-
jects are to be 
transmitted to 
all students. 
Focus on homoge-
neous grouping. 
Learner is a 
blank slate. 
Rote drills, 
memo r i za t ion , 
direct copying, 
following expli-
cit directions, 
1 ectures, time-
tables, progress 
charts, set pro-
gram of activi-
ties,homogeneous 
grouping, repet-
tive tasks. 
Standardized 
test comparative 
reward s ys tern, 
look at end re-
sult or product-
measure facts 
or content. 
Design B 
Structured but 
with individual 
or group 
differences. 
Teacher sets 
goals with indi-
v i dua 1 s in mind. 
Combination 
teacher and 
student 
selected. 
Learning occurs 
by action and, 
therefore, 1 earn-
er must be ac-
tively involved. 
Focus on ski 11 
grouping. 
Paraph rase 
(opposed to 
memorizing), 
organized direc-
tions but child 
has some leeway 
on how and what, 
options to 
choose from, 
group discussions, 
inquiry method-
questioning, 
skill grouping. 
Criterion refer-
enced test (as 
opposed to stan-
dardized test). 
Look at 1 ea rne r 
and end product. 
Reward for effort 
and achievement. 
Design C 
Self-awareness 
exercises, self-
revelation 
experiences. 
Learner helps 
determine goals. 
Student 
selected. 
Students plan 
and organize 
their own time. 
Focus on hetero-
geneous grouping. 
Wide range of 
options: 
experiments, 
loose timetable, 
heterogeneous 
grouping, peer 
help, experience 
charts, inquiry 
method. 
No formal tests: 
self-evaluation, 
peer feedback, 
look at learner, 
se 1 f-check i ng, 
individual goals, 
informal criterion-
referenced test. 
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Transcribed Tape 
(Decision statements parenthetically indicated) I D #36 
My last class, from a small suburban Catholic school, was com-
posed of 25 third graders from middle-class families. 
1 
On the day following our field trip to the zoo, (I will have a 
2 
creative writing and art lesson.) To start the lesson, (we will have a 
3 
class discussion concerning the events of our trip) (in order to re-
fresh their memories, generate ideas, and emphasize that creative writ-
ing is the written expression of our spoken language). 
4 
(The next step in our preparation will be a brief review of be-
5 
ginning, middle, and end paragraph structure.) (To help them in this, 
I will give several different examples of introductory and concluding 
6 
sentences.) (Also, I will put key words on the board for their use, 
such as "first••, 11 1ater", 11 then", ••also••, 11 finally 11 , etc.) 
7 
After reviewing paragraph structure, (I will ask them to try be-
8 
ginning each sentence differently.) As an example, (I would ask them 
not to write eight sentences that state: I saw a zebra, I saw a gi-
raffe, I saw an elephant, etc.) From past experiences, I have found it 
very effective to give exaggerated examples of what isn•t a good para-
9 
graph. They pay closer attention to specific examples. (To further 
stress sentence variety, I will suggest their relating what they en-
joyed most, least; what theythoughtwas pretty, ugly, funny, sad, etc. 
They may write about particular experience or tell a little about every-
thing.) 
animal 
first.) 
10 
(Lastly, we will put the relevant vocabulary on the board: 
names, zoo name, souvenirs, etc.) 
11 
(Now they will begin writing, putting 
12 
(At this point I will tell them not 
a title on their paper 
to be overly concerned 
1 3 
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about handwriting, spelling, grammer, and punctuation.) (Getting their 
14 
ideas down on paper is the primary concern.) (They may ask for help 
while writing. I will help individually those children who are having 
trouble getting started by asking them questions about their experi-
ences.) 
15 
(As they finish this rough draft, they will bring their paper 
up to me one at a time. If the sentences lack variety or the paragraph 
lacks coherence, I will suggest revisions and/or additions. I will 
correct with them the spelling, punctuation, and grammer mistakes with 
a colored pen.) 
16 17 
(The next day they will rewrite their rough draft) on (theme 
paper making the indicated changes.) On this revision I will stress 
good handwriting, spelling, grammer, and punctuation. 
18 
(When they finish rewriting, they will do an art project to 
19 
accompany their paragraph.) (I will put out art paper and geometric 
pattern shapes. They have previously been shown how to form almost 
any animal from basic shapes. They may draw freehand if they wish. 
The animals will be cut and pasted onto construction paper. The art 
work can be completed in any way they choose. Their paragraph will 
20 
then be attached to the art work.) (All papers will receive a decora-
tive sticker and comment as a reward for their efforts, and all papers 
will be displayed in the room.) 
21 
(In conclusion, creative writing can be difficult for young 
children if they don't have personal experiences to draw ideas from. 
Therefore, the trip to the zoo provided a good opportunity to have 
them express themselves on paper while the excitement of the day was 
still fresh in their minds.) 
22 
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(The art project was added as a reward for their work, writing 
23 
and rewriting the paragraphs.) (Shape design, cu.tting, and pasting 
were chosen for improving perception, spatial relations, and motor 
skills.) 
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